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Chapter 1
INTRODUCTION
Southern High was just racked with chaos when 
I went there. In order to be successful there it 
seemed essential to stabilize the situation, to 
calm it down. Our approach was to tighten down on 
things in a structural way. We became more strict 
about student discipline in the sense of strict 
enforcement of already existing behavioral codes. 
We let students know pretty well what the limits 
were and then we followed through to make as sure 
as we could that the limits weren't violated. Of 
course, there were some blatant and severe viola­
tions, and the students involved had to go for a 
hearing with the superintendent and they were sub­
sequently removed from school. But people knew 
about it and why it had happened. An example was 
set. The result of this is that when the faculty 
perceived that things were under control we were 
able to get their support. They put their faith, 
so to speak, in the administration and things 
settled down (5^ 9, 1980, pp. 109-10).
Robert had good days in which everything was 
sharp and clear; he felt the bite of correct 
decisions and heard around him the hum of a 
thousand minds, and he knew he was building a 
school. He had days when he saw the ineptness 
of teaching and the sloth of learning, and he 
saw it all as folly and facade, with the children 
who were bright taking care of themselves and the 
others being pushed along to a meaningless 
diploma. When it was bad, he felt there was 
nothing he could do to counter the influence of 
the giant machinery pouring a river of directives 
from Albany, the stream of mimeographed orders 
from Eberly's office, all neat and correct and 
part of the record; each department, each clerk, 
and each secretary able to show she was doing 
her job well, everything classified according to 
the books and the pamphlets and the periodicals. 
Everybody knew what he had to do to hold onto 
his job, everything fit, the organization func­
tioned splendidly. So how was it, he thought
2grimly, a student could graduate from high school 
and know so little? (45, 1963, p. 194).
The two preceding quotes illustrate problems that 
face high school principals. Student discipline, faculty 
support, the growing concern over teacher competency, the 
disproportionate amount of time spent on management of 
details, the increased directives and paperwork flowing 
from the central office, and the increasingly small amount 
of time devoted to program development are mentioned above. 
Both quotes portray new principals and their roles as they 
interact with students, staff, and other administrators.
The significant difference between the two quotes, however, 
is that the first quote is from a study which summarized 
successful leadership approaches used by eight actual 
principals. The second quote is an excerpt from the novel 
The Principal by Benjamin Siegel.
Purpose of the Study
Though the principalship, superintendency, and 
college presidency have existed for some time in the United 
States, the school administrator was not formally studied 
until the'1920's when a body of professional literature 
began to appear (99, 1975, p. 4). Since that time, adminis­
trators and their roles have been studied from various per­
spectives. Some studies, particularly early ones, tended to 
be prescriptive, concentrating on how the administrator 
"should" perform. Other studies tended to be normative,
examining how the administrator "does" perform in his or 
her role. The opening quote was an example of the norma­
tive approach. This study, however, examined the role from 
another perspective, a perspective which has not often been 
employed. By using the perspective of the portrayal of 
administrators in American novels, the researcher hoped to 
identify certain authors' attitudes and, by extension, 
society's attitudes toward school administrators.
Statement of the Problem
Specifically, this study examined how the school 
administrator has been portrayed in the American novel.
The study examined elementary school, junior high school, 
high school, and preparatory school principals; assistant 
principals; superintendents; and college or university 
deans and presidents. These administrators were analyzed 
in both private and public institutional settings.
Specific questions answered by the study were the following
1. How are school administrators portrayed in 
American novels?
2. Can any trends or patterns be established 
by an analysis of the portrayals?
3. How do these fictional portrayals compare 
with descriptions in the professional 
literature?
4. Are the fictional portrayals stereotypes?
4Significance of the Problem
This research problem was significant for several 
reasons. First, fiction is a mass communication medium, 
and much has been written in the field of mass communica­
tions noting the powerful influence of the media on society 
and the formulation of values and opinions. According to 
Bernard Berelson and Morris Janowitz in Reader in Public 
Opinion and Commun i c at ion, the effects of mass communica­
tion are varied.
They may be short-range or long-run. They 
may be manifest or latent. They may be strong or 
weak. They may derive from any number of aspects 
of the communication content. They may be con­
sidered as psychological or political or economic 
or sociological. They may operate upon opinions, 
values, information levels, skills, taste, or 
overt behavior (55, 1956, p. 379).
Uncle Tom's Cabin by Harriet Beecher Stowe (1852), for 
example, is sometimes cited as a cause of the Civil War.
The Jungle by Upton Sinclair (1906) is said to have had an 
impact on the investigation of the stockywards and subse­
quent legislation regarding the meat packing industry. 
Sheldon Zitner pointed out, though, that it is unlikely 
that any literary work can actually change society.
Rather, it may intensify already existing opinions (128, 
1964, p. 138). Although it may be argued that the power 
of the novel to change society has diminished greatly with 
the advent of television, still, many novels taken collec­
tively may influence or intensify beliefs. The importance
5of positive public opinion to the educational institution 
is obvious. Public opinion influences financing, educa­
tional policies, community relations, the political 
atmosphere, and so forth. Additionally, the positive or 
negative portrayal of the school administrator in fiction 
may have some implications for one's choosing administra­
tion as a career.
Second, and conversely, by examining American 
fiction, one may see how public opinion and societal values 
have influenced the author's portrayal of the character.
As early as the Eleventh Century, Murasaki Shikibu in The 
Tale of the Genji noted this relationship:
It happens because the storyteller's own 
experience of men and things, whether for good 
or ill— not only what he has passed through him­
self, but even events which he has only witnessed 
or been told of— has moved him to an emotion so 
passionate that he can no longer keep it shut up 
in his heart . . .
Therefore, in a work one may find the values and opinions
of society, and an educator can benefit from knowing how
the public views certain aspects of education. These two
patterns of influence, then, become cyclical. The author,
through the medium of the novel, may influence society;
and society, in turn, influences writers and their creations.
The educational institution itself may, also, directly
influence the society and the author. A diagram of the
relationship of influence among the educational institution,
the society, the author, and the work of fiction is
illustrated in Figure 1.
6Educational
Institution Society
Author
represents the 
influences on
an author and 
his work of 
art.
Work_ _ represents the 
influence a 
creative work 
may have on 
society which, 
in turn,
influences the 
educational 
institution.
Figure 1. The Cycle of Influence
7Third, if indeed stereotypical portrayals of admin­
istrators exist in American novels and if these portrayals 
are unrealistic or negative, then, the educator must be 
aware of these stereotypes in order to alter public opinion 
or improve communication with the public. If, on the other 
hand, the stereotypical portrayals are realistic and 
undesirable professionally, then, a knowledge of this fact 
is the first step toward change.
Assumptions
Several important assumptions were made in this 
study. First, it was assumed that cross-discipline research 
is valuable because such research attempts to escape the 
narrow confines of a single discipline and, therefore, can 
provide a broader view of the problem. Second, it was 
assumed that the novelist is influenced by the age in which 
he lives, by his society. This assumption, because of its 
significance, can lead to valuable inferences regarding how 
society, via the novel, views administrators. Third, it was 
assumed that the novelist, also, influences his reading 
audience. Again, this assumption can allow for certain 
inferences regarding the image of administrators. Fourth, 
it was assumed that even though the author is influenced 
by the age in which he lives he brings his own perceptions 
and his own experiences to the work. This assumption, 
obviously, produces some limitations for the study since 
it would be impossible to tell what part of a work is a
8product of the author's own unique perception of life.
Fifth, it was assumed that public opinion, via the medium 
of the novel, is important to educators. Sixth, it was 
assumed that the novels chosen attempted to reflect the 
author's view of life and, therefore, could increase one's 
understanding of actual experience and allow for conclusions 
regarding attitudes toward school administrators. Some 
writers, of course, will have attempted more conscientiously 
to reflect their view of the realities of life. For 
example, William Dean Howells wrote in a letter to Charles 
Eliot Norton:
I am not sorry for having wrought in common, 
crude material so much; that is the right American 
stuff; and perhaps, hereafter, when my din is done, 
if anyone is curious to know what that noise was, 
it will be found to have proceeded from a small 
insect which was scraping about on the surface 
of our life and trying to get into its meaning 
for the sake of the other insects larger or smaller.
That is, such has been my unconscious work; con­
sciously, I was always, as I still am, trying to 
fashion a piece of literature of the life next at 
hand (93^ , 1928, p. 173).
Limitations
Certain limitations of this study were considered. 
First, the study was not concerned with quantitative 
aspects, i.e., the frequency of references to administrators, 
the number of novels with administrators as characters, etc. 
Second, the study was concerned only with the American novel. 
Third, an historical comparison was not attempted since it 
was believed that so few novels about school administrators
9were written before the 1940's as to make any inferences 
about historical trends questionable. Fourth, only school 
administrators were examined. Other school personnel or 
attitudes toward school life were not analyzed. Sixth, 
works of fiction other than the novel were not examined.
Methodology
The methodology employed in this study was a com­
bination of grounded theory and content analysis. The 
exploratory nature of examining works of American fiction 
to determine the portrayal of school administrators 
necessitated that this researcher use grounded theory, a 
theory which maintains that there are no a priori assump­
tions, that theory inductively proceeds from the data.
Once the data were collected, content analysis provided the 
means of extracting relevant excerpts from the selected 
novels. (Refer to Chapter 3 for a more thorough explanation 
of the methodology used.)
Definition of Terms
Various alternative terms have been used to describe 
the school principal. Specifically, the principal has been 
called head teacher, principal teacher, headmaster, dean, or 
school administrator. The head teacher and principal 
teacher, traditionally, had both teaching and administrative 
duties. All of these terms, however, have been used to 
describe the chief administrator of a public or private
10
elementary, junior high, or high school. The assistant 
principal, vice principal, or administrative assistant is 
the person who occupies the position directly subordinate 
to the principal. A superintendent has the responsibility 
of supervising an entire school district and is super­
ordinate to a principal. At the college or university 
level, president, dean, provost, or chancellor have been 
used to describe the chief administrator. The assistant to 
the chief administrator has been referred to as dean or vice 
president.
One classification scheme used in the study was the 
identification of administrators portrayed in the novels as 
negative, positive, or neutral. In using this classifica­
tion, objectivity was sought by the researcher. Specifically, 
characters were deemed negative, positive, or neutral 
according to how the author portrayed them, i.e., the 
author's tone as revealed through dialogue, action, or des­
cription. Often the author's tone, or attitude, toward the 
administrator-character was revealed through the eyes of the 
central character or other characters. Some difficulty 
arose when the central character's perceptions were inten­
tionally made questionable by the author. A negative char­
acter was one who possessed, generally, one or more of the 
following qualities: disliked by others, satirized, made to
appear foolish, incompetent, or evil. A positive character 
was one who possessed, generally, one or more of the follow­
ing qualities: liked by others, praised, described as
11
effective, able to change and improve administrative 
effectiveness, or capable of establishing good relation­
ships with others. Although some characters, particularly 
the more complex characters, possessed some negative quali­
ties and some positive qualities, a judgment was made based 
on the most dominant trait or traits. A neutral character 
was one who lacked positive or negative qualities? most 
often this type of character was one whose portrayal was too 
brief to allow for classification as negative or positive.
Another term relevant to this study was "novel."
A Handbook to Literature defined "novel" as "any extended 
fictional prose narrative. In practice, however, its use 
is customarily restricted to narratives in which the 
representation of character occurs either in a static con­
dition or in the process of development as the result of 
events or actions."
Organization of Study
This study was organized in the following manner: 
Chapter 2, "Review of Related Studies," examines previous 
research applicable to the topic and relevant professional 
literature; Chapter 3, "Methodology," explains the sampling, 
instrumentation, and research procedures used in the study; 
Chapter 4, "Analysis of the Data," examines each novel 
selected for the study; and Chapter 5 presents a summary, 
conclusions, recommendations, and suggestions for further 
research.
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Chapter 2 
REVIEW OF RELATED STUDIES
Background information and studies which enabled 
the researcher to focus on certain attributes in the por­
trayals of administrators in the American novel were exam­
ined in this chapter. The areas emphasized were the 
personal characteristics of the administrator, the nature 
of the job, and stereotyping as a phenomenon which might 
explain how others view administrators. Discussion begins 
with a brief examination of cross-discipline research which 
established a precedence for the present effort.
Cross-discipline Research
Leo Lowenthal concluded that "the literature of any 
period gives its audience meaningful portraits of human 
types. . . . Because of this representational quality, all 
literature, whether first or second rate, can be subjected 
to social analysis" (193, 1957, p. i). In actuality, however, 
cross-discipline research of this sort is a rarity. Fic­
tional literature has not often been used as a tool for the 
analysis of a social phenomenon. Lowenthal, also, commented 
on the use of sociology by literary experts and vice versa:
Almost no significant attempt has been made on 
the part of the literary expert to consider the 
body of sociological knowledge per se as a useful
13
tool, and I hasten to add that the picture is 
equally blurred when we ask ourselves about the 
degree to which sociologists have made use of the 
work of their colleagues concerned with belles 
lettres (103, 1957, p. 89).
The same may be said of the use of literature in educational
research. Nevertheless, there was some precedence. Among
previous attempts to unite the social sciences or education
and literature were works on the schoolmaster in education
(116, 1892; 115, 1894), teachers in juvenile fiction (97,
1962), the elementary school experience in fiction (101, 1968;
56, 1971), attitudes toward education as found in American
fiction (57, 1964), the physician in literature (51, 1970),
the Jew in American literature (87, 1973), the Indian in
American literature (98, 1933), and the Negro in American
fiction (60, 1968).
In addition, George Rehrauer studied the secondary 
school principal in modern American novels and other communi­
cation media. Novels, plays, motion pictures, and television 
programs between 1940 and 1956 were analyzed by Rehrauer for 
references to secondary school administrators. The charac­
ters were classified according to whether they were portrayed 
as negative or positive and according to whether they were 
major, minor, or absentee. The conclusions reached in that 
study were that the portrayal of the school principal was 
rather uniformly negative, the physical characteristics were 
similar, the personal relationships were poor, the duties 
were performed inadequately, the role of the principal was
14
generally in opposition to the central character, the 
character of the principal was infrequently found in the 
mass media, the principal was usually a minor character and 
seldom a hero, and this picture of the secondary school 
administrator conflicted with the one found in professional 
literature (109, 1959).
The Person and the Job
Other readings relevant to the research topic—  
particularly, the questions of how are school administrators 
portrayed in American novels and how do these fictional por­
trayals compare with descriptions in the professional 
literature— were works in the professional literature. 
Descriptions of the person and the job tended to be con­
cerned with the following: (1) demographic characteristics,
(2) task areas, (3) roles, (4) leadership styles, (5) per­
sonality types as related to organizational theories, and 
(6) sources of power. Therefore, works which addressed 
these six areas were sought with the belief that an under­
standing of the administrator and the job as portrayed in 
the professional literature would provide a perspective from 
which the novels could be read and from which the characters 
in the novels could be viewed. Additionally, these areas 
provided a basis for the comparison between the fictional 
portrayal of the administrator and the portrayal of the 
administrator in the professional literature.
15
Demographic Characteristics,
Task Areas, and Roles
First examined were those studies which analyzed 
the public and private school principal. The development 
of the principalship in American schools was the result of 
the growth of urban communities and the necessity of 
coping with the growing complexity of school systems. The 
Quincy School in Boston has usually been cited as the first 
school to establish all departments under a single princi­
pal in 1847 (43, 1975, pp. 381-92). The increasing 
complexity of the secondary school system with increased 
student enrollments and varied curriculum offerings 
eventually led to the need for an assistant to the 
principal (j?9, 1975, p. 392).
The National Association of Secondary School 
Principals (NASSP) published a three-volume study in 1978 
which reported the findings of an extensive research project: 
a random sample survey of 1,600 secondary school principals, 
an in-depth interview with sixty "effective" principals, and 
a look at future forces affecting the principalship. The 
NASSP reported the following characteristics of secondary 
school principals:
1. The median age for the secondary school principal 
was 44 years old. Principals in large high schools tended
to be older than those in smaller high schools.
2. Senior high school principals were predominantly 
white males. Only seven percent were female, and four percent 
were nonwhite.
16
3. Ninety-eight percent had completed the master's 
degree or beyond. The most common undergraduate degrees 
were in the social sciences, followed by science and, then, 
physical education. There was a significant drop in the 
number of principals with humanities undergradute degrees.
The most common graduate degree was in educational 
administration.
The study reported that principals spent most of their time 
in the area of school management, followed by personnel, 
student activities, student behavior, program development, 
district office, planning, community, and professional 
development, in that order (62, 1978; j!3, 1978; 105, 1979).
Demographic characteristics of the junior high school 
principal were reported by D.A. Rock and J.K. Hemphill in the 
Report of the Junior High-School Principalship in 1966. They 
reported the following:
1. Ninety-six percent of the junior high principals 
were men.
2. The median age was between 40 and 44 years of
age.
3. Undergradute degrees were typically in the 
liberal arts, followed by education and physical education 
(110, 1966).
4. Ninety-three percent had earned a master's 
degree or beyond (110, 1966).
Similarly, the National Association of Elementary 
School Principals (NAESP) found the following in regard to 
elementary school principals in 1968:
1. Women held twenty-two percent of the elementary 
school principalships.
2. Almost ninety percent had earned a master's 
degree or beyond.
3. The median age was 46 years old.
17
4. Eight out of 10 were married (108, 1968).
Richard A. Gorton, after an extensive review of the 
literature, cited six major roles of the school administra­
tor. Those roles were manager, instructional leader, 
disciplinarian, human relations facilitator, change agent, 
and conflict mediator (J32, 1976) .
Many analyses of administrator task areas have been 
made. Robert S. Fisk developed an outline adapted from the 
Middle Atlantic Region Cooperative Program in Educational 
Administration. His categories were the following:
1. Relating to the community
2 . Improvement of educational opportunity
3. Obtaining, developing, and improving personnel
4. Providing and maintaining funds and facilities 
<75, 1957).
A more extensive analysis of task areas, however, was 
developed by the Southern States Cooperative Program in 
Educational Administration. They devised the following 
categories:
1. Instruction and curriculum development
2 .  Pupil personnel
3. Community school leadership
4. Staff personnel
5. School plant
6. School transportation
7. Organization and structure
8. Business management (117, 1955)
Although it may be assumed that many characteristics, 
roles, and task areas would be the same for principals as for 
superintendents and college or university deans and presi­
dents, enough differences were expected to warrant examination 
of professional literature addressing, specifically, 
superintendents, deans, and presidents.
18
The superintendency is almost 150 years old and is 
the result of the failure of lay groups to administer com­
plex school systems effectively. Buffalo and Louisville 
have been credited with the establishment of the first 
superintendencies in 1837 (9^ 9, 1975, pp. 339-44). Stephen 
J. Knezevich studied certain characteristics of school 
superintendents in 1971 and reported the following:
1. Ninety-nine percent were male.
2. The median age was 48 years old.
3. Most had served as principals or assistant 
principals, usually of a secondary school, prior to 
appointment as a superintendent.
4. Their undergraduate work was most often in the 
natural sciences, followed by social studies and math.
5. Master's degrees were held by fifty-five percent, 
specialist degrees by thirteen percent, and doctorates by 
twenty-nine percent (100, 1971).
Richard O. Carlson added that virtually all superintendents 
were white (64, 1972). Those studies reporting on task 
areas and roles included one by Daniel E. Griffiths who 
divided the superintendent's task areas into four categories:
1. Improving educational opportunity
2. Obtaining and developing personnel
3. Maintaining effective relations with the 
community
4. Providing and maintaining funds and facilities 
(85, 1966)
Archie R. Dykes noted that, basically, the superintendent 
has two main roles: to administer and operate the schools
and to be the chief advisor and executive officer of the 
board. Under these two major categories, the superintendent 
was responsible for staff, the instructional program, 
business management, the community, information as spokesman
19
for the school system, and advising and initiating board 
action (71, 1965).
The origins of the college or university presidency 
lie in the headship of thirteenth-century Oxford and 
Cambridge. The term "president" entered American academic 
life in 1640 when ten magistrates and sixteen elders chose 
Henry Dunster as president of Harvard College (66, 1980, 
pp. 49-70). Michael R. Ferrari described the profiles of 
various public and private university or college presidents. 
Most often they were in their early fifties and came from a
humanities or education background (73, 1970). John Carson
found six task areas for the president. They were identified 
as student affairs, the educational program, faculty selec­
tion, finance, physical facilities, and public alumni
relations. Additionally, he reported that forty percent of 
a president's time was spent on budget and finance, twenty 
percent on public alumni relations, eighteen percent on 
educational matters, twelve percent on the physical facili­
ties, and ten percent on general administration (65, 1960).
W. H. Cowley reported four major areas of responsibility: 
superintendence, facilitation, development, and leadership 
in policy making (66, 1980). Nicholas J. Demerath, Richard 
W. Stephens, and R. Robb Taylor indicated that two types of 
power existed in the academic institution: bureaucratic
(associated with a hierarchy of authority, superiors giving 
orders to subordinates, and specific and formal responsi­
bilities assigned or delegated to officials on all levels)
20
and collegial (dealing with the interrelations of governance: 
faculty, students, and administrators). The best type of 
president, according to the authors, was one who could find 
the optimum mixture. Logan Wilson in The Academic Man 
called this person the "professor-administrant." The authors, 
also, developed a description of the president's tasks by 
dividing them into two arenas: the job inside (the president
as a money man, academic manager, and father figure: 
financial organization, endowments, budget,faculty relations, 
student relations) and the job outside (the president as 
publie-relations man and educator: public relations, fund­
raising, participation in state-national affairs, ceremonial 
head, alumni relations, and legislative relations). The 
effective president was one who was aware of the bureau­
cratic and collegial aspects of power and who ably served 
the institution internally and externally (68, 1967) .
Various authors examined the roles of the president. 
Henry M. Wristen felt the president should first be a 
scholar (127, 1959). Harold Dodds maintained that his 
primary role is that of educational leadership (69, 1962). 
Harold W. Stoke believed, however, that the Man of Learning 
has given way to the Man of Management (119, 1959).
Donald Walker described presidents of academic 
institutions as either less effective administrators or as 
more effective administrators. Less effective administrators 
did the following:
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1. They tended to be taken with their status, 
authority, and privileges.
2. They felt it was their job to make hard, 
unpopular decisions.
3. They regarded the university system as inert 
or perverse. They were "the embodiment of its conscience."
4. They regarded the faculty as troublemakers and
students as naive, mischievous, and easily influenced.
More effective administrators were described as follows:
1. They accepted their privileges and status but 
wore them lightly.
2. They saw the university— faculty and students—  
as an academic community, each group with differing 
interests.
3. They saw themselves as serving an institution 
larger than themselves.
4. Their administrative style was pragmatic.
5. They saw administration as a "process" rather 
than as unrelated episodes. They were,therefore, good 
politicians.
The less effective administrators were described by Walker
as fitting his "hierarchical-muscle" view of administration.
The more effective administrators conformed to his
"democratic-political" model (123, 1979).
According to Roy J. Deferrari:
The office of the dean was created in many 
colleges to aid the president. In others it came 
into being to meet an emergency, such as the ill­
ness, resignation, or death of the president.
Sometimes it came about through the reorganization 
of the college, and sometimes it was created 
outright at the opening of the college (67, 1956, 
p. 55).
John S. Brubacher and Willis Rudy attributed the appearance 
of the deanship to the rapid development of student extra­
curricular activities in the 1870's. They said, "Thus 
Harvard in 1870 appointed Professor Ephraim Gurney as what 
might be termed the first college 'dean.' . . . His main
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task, apart from teaching, was to take the burden of 
discipline off President Eliot’s shoulders" (6JL, 1958, 
p. 322).
The roles and task areas of the academic dean were 
more difficult to describe than were the other roles. John 
Wesley Gould stated that no two deanships were alike. He 
continued to say that, generally, deans were concerned with 
problems and public relations. In a survey on how deans 
spent their time, Gould reported that time was spent, in 
order, on faculty relations and morale; recruitment of 
faculty; curriculum work; routine administrative duties—  
correspondence, scheduling, catalog, reports, question­
naires--; and student counseling (_84, 1964) . Harold Enarson 
described the various roles of a dean: the dean as a
budgeteer, the dean as personnel officer, the dean as 
academic planner, the dean as innovator, the dean as 
coordinator, the dean as lightning rod, and the dean as 
majority leader (72, 1968).
Leadership Styles
Various leadership studies were examined since it 
was believed that one or more might be useful in the analysis 
of the fictional portrayals of school administrators. The 
following survey of the leadership literature is a brief 
summary that was considered in the analysis of the novels.
The traits approach to leadership was reviewed by 
Ralph Stogdill who analyzed 124 studies of psychological
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traits thought to be important for effective leadership.
He concluded that individual traits hold little significance 
but that certain clusters or combinations of traits may be 
relevant. Those clusters were as follows:
1. Capacity (intelligence, alertness, verbal facility,
originality, judgment)
2. Achievement (scholarship, knowledge, athletic
accomplishments)
3. Responsibility (dependability, initiative, persis­
tence, aggressiveness, self-confidence, desire
to excel)
4. Participation (activity, sociability, cooperation,
adaptability, humor)
5. Status (socio-economic position, popularity)
6. Situation (mental level, status, skills, needs and
interests of followers, objectives to be
achieved, etc.) (118, 1948)
Next, typological leadership studies were examined. 
Some of the most significant included Kurt Lewis, Ronald 
Lippitt, and Ralph White's 1938 study at the University of 
Iowa which resulted in the three leadership style categories 
of Democratic, Laissez-faire, and Autocratic (125, 1960); 
Douglas McGregor's categories of Theory X and Theory Y 
(106, 1960), Jack Gibb's adaptation of McGregor's theory 
with Defensive corresponding to Theory X and Self-adequate 
corresponding to Theory Y (80, 1969); Jacob Getzel's des­
cription of leadership styles as Detective vs. Scientist 
(78, 1973); The Midwest Administrative Center at the 
University of Chicago's material on leadership styles 
identified as Nomothetic, Transactional, and Ideographic 
(79, 1968); Chris Argyris' the Bureaucratic/Pyramidal Value 
System vs. the Humanistic/Democratic Value System (5_2, 1957);
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Rensis Likert's discussion of Exploitative Authoritative, 
Benevolent Authoritative, Consultative, and Participative, 
also known as Systems 1, 2, 3, and 4, respectively (102, 
1967); the Ohio State Studies in the 1950's which produced 
the categories of Initiating Structure and Consideration 
(86, 1966); and Robert R. Blake and Jane S. Mouton's 
development of the Managerial Grid (5_8, 1964) .
Finally, situational leadership studies were 
examined. Those included Fred Fiedler's work on a contin­
gency theory of leadership (74, 1974); Robert J. House and 
Terrence Mitchell's research on another contingency theory 
called path-goal theory (92, 1974); Robert Tannebaum and 
Warren H. Schmidt's continuum of leadership behavior (120, 
1958); Y.K. Shetty's work on interacting forces which shape 
leadership styles (114, 1970); and Paul Hersey and Kenneth
H. Blanchard's development of the Tri-dimensional 
Leadership Effectiveness Model (89, 1977).
Organizational Theories
Organizational theories were thought relevant to 
this study since fictional characters might be identified 
as following a certain theory based on specified character­
istics in their personalities or in their behavior. The 
major theories examined were Frederick Taylor's scientific 
management, Weber's classical bureaucracy, human relations, 
and Chester Barnard's theory which seems to represent a 
compromise between the classical management theories and the
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human relations theory.
Frederick Taylor in Principles of Scientific 
Management explained his system of organizational management. 
The principles included:
1. Each element in a man's work is to be scientif­
ically described.
2. Workmen are to be selected and trained for a 
position.
3. Managment cooperates with and supervises workmen 
to see that work is being done in accordance with its 
description.
4. Records are systematically kept.
5. Labor is best subdivided.
6. Workmen are to work at a reasonable pace not 
injurious to their health.
7. Incentives, particularly monetary, provide 
encouragement for workers to complete their tasks as 
devised (121, 1923).
Max Weber's turn-of-the-century work on bureaucracies 
identified three types of authority: rational-legal, tradi­
tional, and charismatic. The rational-legal type is the most 
dominant form in bureaucracies. He described the ideal type 
of bureaucracy as follows:
1. There is a principle of fixed and official 
jurisdictional areas whi ;h are ordered by rules.
2. The principles of office hierarchy and of levels 
of graded authority mean a firmly ordered system of super- 
and subordination in which there is a supervision of the 
lower offices by the higher ones.
3. The management of the modern office is based on 
written documents ("the files"). There is, therefore, a 
staff of officials and scribes of all sorts.
4. Office management presupposes thorough and 
expert training.
5. The official must work at full capacity.
6. The management of the office follows general 
rules, which are more or less stable, which are more or less 
exhaustive, and which can be learned.
7. Office holding is a vocation. The office holder 
has been trained for the position, and there are certain 
prerequisites which must be met for employment.
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8. The personal position of the official is 
patterned:
a. The official strives for and usually 
enjoys a distinct social esteem as compared 
with the governed.
b. The pure type of bureaucrat is appointed 
by a superior authority.
c. The official receives a fixed salary and 
an old age pension. The salary is deter­
mined by status or rank rather than by work 
done.
d. The official is set for a career within 
the hierarchical order of the public 
service (124, 1964).
Also examining bureaucracies, Robert K. Merton 
analyzed the bureaucratic structure as it affected the 
personality of the bureaucrat. In discussing various 
dysfunctions of the bureaucracy, he found that bureaucrats 
tended toward over conformity, insecurity, and timidity 
because of the reliability of behavior caused by the rules 
and regulations necessary to operate a bureaucracy effec­
tively. Adherence to rules, also, often resulted in the 
displacement of goals whereby the rules became an end 
rather than the intended means. Additionally, bureaucrats 
became defensive of their behavior and position due to an 
esprit de corp which developed. Another feature of 
bureaucrats was that they tended to depersonalize 
relationships (107, 196 8).
William H. Whyte, also, addressed the issue of the 
bureaucratic personality. He stated that whereas the 
organization man once acted as an individual his behavior 
has now been replaced by the Social Ethic. The modern 
organization man does not have his destiny in his own hands
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and is not an individualist. Rather, the Social Ethic 
requires that he work with others and cooperate with others. 
Though this community consciousness is not wholly bad, the 
Social Ethic has, however, become over emphasized (126,
1957).
In discussing superintendents, Richard 0. Carlson 
identified two types, both of which seemed to exemplify 
bureaucratic personalities. There are place-bound 
superintendents (those who wait for a promotion in their 
own district, who work through the hierarchy of the system) 
and career-bound superintendents (those who are promoted 
from the outside). When new to their jobs, both over 
emphasize rules. The place-bound superintendent, however, 
tends to publicize and reinforce old rules. The career- 
bound superintendent tends to devote much time to rule 
making (64, 1972).
Elton Mayo's famous study undertaken at Western 
Electric's Hawthorne Plant from 1927 to 1932 resulted in a 
human relations theory of management. The aim of the study 
was to examine working conditions as they related to output. 
Results, however, became confusing for the researchers.
They gradually realized that variables such as illumination 
or humidity could not be treated separately from the meaning 
which individuals assigned to them, their attitudes toward 
them, and their preoccupations about them. Regardless of 
what was changed in the working conditions, output increased
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because workers felt more significant. Therefore, the human 
relations theory recognizes the importance of the informal, 
social organization within a system (104, 1933).
The last theory was proposed by Chester Barnard in 
The Functions of the Executive. Barnard was concerned, 
primarily, with the formal structure but recognized that the 
informal cannot be ignored. He believed that authority does 
not reside so much in a superior's giving an order but 
rather in a subordinate's accepting it. He gave specific 
meaning to the concepts of "effectiveness" and "efficiency." 
Effectiveness is the accomplishment of the purpose of the 
organization, and efficiency is the satisfaction of 
individual motives (_53, 1938).
Sources of Power
J. R. P. French, Jr., and B. Raven isolated five 
types of power that are exhibited in certain interpersonal 
exchanges. These types of power are reward power, coercive 
power, expert power, referent power, and legitimate power 
(76, 1959).
Stereotyping
Finally, literature on stereotyping was thought to 
be relevant to the study since one of the research questions 
was "Are the fictional portrayals stereotypes?" Professional 
literature on stereotyping was thought to help explain, in a 
general manner, why authors choose to portray a character,
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here an administrator, in a certain way.
Daniel Katz discussed the functions of stereotypes 
which, based on what one has seen or has been told, allows 
people to summarize previous experiences or make predictions 
of future events (96, 1960). M. Rothbard, et al, suggested 
that people were inclined to remember by groups rather than 
by individuals (111, 1978). E. E. Jones and D. McGillis dis­
cussed category-based expectancies which are those we have 
founded on the knowledge of what certain people are like 
(94, 1976) . Similarly, D. Kahneman and A. Tversky identified 
several heuristics in stereotyping, one of which was 
"representativeness." According to this heuristic, people 
predict outcomes on the basis of salient features of events 
and ignore other important characteristics (95, 1973) .
O.J. Harvey's work was thought to be very important to this 
study. He found that a person's judgment of another was 
based on the other person's position in a social institution 
(88, 195 6). Though most studies pointed to the inaccuracies 
of stereotyping, H. Schuman, in studying people in several 
regions in Pakistan, found that some stereotypes could be 
accurate or partially accurate (113, 1966).
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Chapter 3 
METHODOLOGY
Methodology for this study was viewed as consisting 
of three parts: sampling, instrumentation, and research
procedures. Each of these methodological components will 
be discussed.
Sampling
Purposive sampling was employed in this study. 
Probabilistic sampling was not used since the population 
was an unknown; i.e., the number of American novels written 
since 1940 which contain references to a school administra­
tor has not been established. Purposive sampling is a 
technique used by researchers to select a sample with 
certain chracteristics (70^ , 1979, p. 95). Here, American 
novels dealing with school life were sought in indices, in 
bibliographic references, and from other sources such as 
experts in the field. The Fiction Catalog and its supple­
ments listed novels under the subject headings of "School 
Life," "Teachers," and "College Life." The Book Review 
Digest listed novels under the subject heading of "Fiction" 
with subheads of "School life," "Teachers," and "Students."
One criticism of the purposive sampling technique 
is the question of its generalizability to the larger
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population. Generalizations may still be appropriate, 
however, if the sample size is large enough. According to 
Ole Holsti, "In general sampling error can be reduced by 
increasing the size of the sample" (91, 1969, pp. 132-33). 
Even though this study was exploratory, it was believed that, 
at least, fifty novels dealing with the specific subject 
would be sufficient. This sample size should have allowed 
for valuable insights into the research problem. Another 
sampling problem regarding generalizing to the larger 
population, according to Holsti, is the following:
. . . how can we generalize from a known 
sample to an unknown— and perhaps qualitatively 
different— population? Note that in none of 
these instances does the analyst's problem 
arise from an insufficient quantity of documenta­
tion; indeed he may have far more data than he
can manage to code. Rather, the difficulty stems
from doubts, which can never be wholly disspelled, 
that the missing data may be qualitatively 
different, in terms of the problem at hand, from
the available documents (_91, 1969, p. 129) .
Again, increasing the sample size helped diminish these
doubts; however, one must recognize that these doubts can
never be totally avoided. In fact, still another danger is
faced when sample size is increased if there are significant
qualitative differences in the missing data. Namely, "when
only random error is present, increasing the sample size
enhances our confidence in making valid inferences from the
sample; when systematic error is present, the larger our
sample, the more confidently will we make invalid inferences"
(91, 1969, p. 133). These potential problems were kept in
mind during the analysis of data.
32
The novels in the sample included, primarily, those 
addressed to an adult audience, but some works of juvenile 
fiction were included so that a broad representative sample 
of the existing field of fiction could be examined. Novels 
which did not purport to describe "real" life, i.e., farces, 
science fiction, fantasy, etc., were not included in the 
sample. Additionally, both novels considered to be of 
literary merit and those of less critical regard were 
included. As stated by Northrop Frye, a noted literary 
critic:
There is no reason why a sociologist should 
not work exclusively on literary material, but 
if he does he should pay no attention to literary 
values. In his field Horatio Alger and the 
writer of the Elsie books may well be more impor­
tant than Hawthorne or Melville, and a single 
issue of the Ladies1 Home Journal worth all of 
Henry James (77, 1957, p. 19).
This statement was, also, applicable to the research problem
at hand.
Instrumentation
Content analysis was the research tool employed in 
this study. Content analysis, used most often by social 
scientists and those in the humanities, is any technique for 
making inferences by objectively and systematically identi­
fying specified characteristics of messages (jH., 1969, 
p. 14). Such analysis can be used to describe trends in 
content; to trace the development of a certain practice, 
style, or belief; to detect bias or propaganda in materials
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being studied; and to reveal focus of attention (jB6, 1966, 
pp. 272-73). In this study the message was contained in 
the novels, and the specified characteristics were any 
references to school administrators.
With this tool in mind, validity and reliability 
were considered. Validity was defined as "the extent to 
which an instrument is measuring what it is intended to 
measure" (91, 1969, p. 142). When research is descriptive, 
content validity is usually sufficient. "Content validity 
is usually established through the informed judgment of the 
investigator. Are the results plausible? Are they consis­
tent with other information about the phenomenon being 
studied?" (.91/ 1969, p. 143). Obviously, a problem faced 
by researchers, such as historians, and this effort was 
that a "considerable degree of personal judgment and 
subjectivity" was involved in the process (122, 1969, p.
384) .
Reliability in this sort of study was, also, tenuous 
and rested on investigator judgment. According to Holsti, 
it is a function of "coders' skill, insight, and experience; 
clarity of categories and coding rules which guide their use; 
and the degree of ambiguity in the data" (9JL, 1969, p. 135) . 
The coding units chosen were, first, character (principal, 
assistant principal, superintendent, or president) and, 
second, theme (how the character was portrayed).
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Holsti warned of the following:
Thematic analysis presents the most serious 
problem because the theme is not a "natural unit" 
for which guides exist. Many sentences contain 
more than one theme, and identifying proper 
boundaries between theme is a judgmental process 
for which it may be difficult to formulate rules 
that cover every type of theme that may occur in 
the text (91, 1969, p. 136).
In content analysis, coding is "the process whereby 
raw data are systematically transformed and aggregated into 
units which permit precise description of relevant content 
characteristics" (9]L, 1969, p. 94). Holsti advised using 
theory and hypotheses to devise these coding categories, 
thereby, avoiding "fishing trips." The nature of this study, 
however, precluded working from a theoretical base and 
designing hypotheses; however, data analysis was facili­
tated by concepts found in readings summarized in Chapter 2. 
Rather, grounded theory was employed in the research.
Grounded theory is not based on any a priori assumptions.
It assumes that "the discovery of theory from data—  
systematically obtained and analyzed in social research—  
can be furthered" (81, 1967, p. 1). This technique is an 
inductive method rather than a deductive method of working 
from a theory and hypotheses. Conceptual, or coding, 
categories for observation and comparison emerge from evi­
dence gathered. Thus, coding categories descriptive of the 
portrayal of adminstrators in American novels were devised 
after passages were excerpted from the novels and subse­
quently analyzed. (These coding categories will be examined
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in Chapter 4.) This inductive method of research, though 
in a different context, was, also, discussed by Frye. In 
regard to developing a theory of criticism, he said:
If it is insisted that we cannot criticize 
literature until we have acquired a coherent 
philosophy of life with its center of gravity 
in something else, the existence of criticism 
as a separate subject is still being denied.
But there is another possibility. If criticism 
exists, it must be an examination of literature 
in terms of a conceptual framework derivable from 
an inductive survey of the literary field 
(77, 1957, p. 7).
Research Procedures
Data were systematically obtained. American novels 
with references to school administrators were selected. 
Passages specifically referring to administrators were 
excerpted. These passages included descriptions of the 
character, dialogue by the character, dialogue about the 
character, and action involving the character. Content 
analysis was employed in analyzing the excerpted passages. 
Although previously it was assumed that the author might 
have been generally influenced by society and that society 
might have been influenced by the author, no inferences were 
made regarding specific influences. Inferences about the 
direct causes of messages are vaguely understood. The 
relationship between a person's statements and his motives, 
personality, and intentions is nearly impossible to make with 
any certainty (91, 1969, p. 36). Likewise, inferences about 
the specific effects of messages are complicated. The
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content of the message may not have the same effect on all 
people. Also, one must avoid the post hoc, ergo propter 
hoc fallacy (91, 1969, p. 36).
Based on an examination of the excerpted passages, 
a comparison of the various passages, and the emergence of 
descriptive coding categories, trends and patterns were 
established and conclusion drawn based on the gathered 
data. Particularly, answers to the questions posed earlier—  
how are school administrators portrayed, do any trends or 
patterns emerge, how do the portrayals compare with the 
descriptions of administrators in the professional 
literature, are the portrayals stereotypes— were the res­
ponses sought in this investigation.
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Chapter 4 
ANALYSIS OF THE DATA
In this chapter the portrayal of the school 
administrator in the selected novels was examined. These 
portrayals were analyzed, primarily, according to demo­
graphic characteristics, task areas, leadership style, 
power, and organizational theory. Some characterizations, 
those which were most complete, addressed most or all of 
these components; however, those characterizations which 
were brief or incomplete addressed only some of these 
components. This chapter was organized into the following 
subsections; public school administrators, private school 
administrators, superintendents, and college or university 
deans and presidents. Within each category the novels were 
examined according to the character's significance to the 
action of the story. First analyzed were those novels with 
an administrator as a central character; then, those with 
an administrator as a major character; then, minor character; 
and finally, absentee character. Before analyzing the 
administrators in each novel, this chapter will briefly 
examine the framework used in analysis.
Framework for Analysis
Demographic characteristics examined included age, 
sex, marital status, ethnic or racial group identification,
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physical description, and experience or educational 
qualifications. In the category of college or university 
deans and presidents, Bensman and Lilienfeld's notion of 
public and private self produced significant conclusions. 
Joseph Bensman and Robert Lilienfeld's Between Public and 
Private examined the public and private roles assumed by 
those who operate in society's institutions. Each role is 
part of the self. The authors maintained that the organiza­
tional structure is the basic medium through which both pub­
lic and private roles are formulated. "One of the dominant 
images of modern society is that of the soulless bureaucrat, 
the complete official, who internalizes his public role to 
the point of having no other self. The fact that such a 
person is almost universally regarded with disdain suggests 
that one of the major role demands made upon officials and 
other public personages is that they transcend their public 
roles, or at least let some aspect of their private selves 
come through" (5_4, 1979, p. 3) . Other characterizations 
examined were those of school size and whether the character 
was a central figure, of major or minor significance, or 
absentee. Additionally, whether the character was portrayed 
negatively or positively was thought important.
The task areas chosen for the analysis were those 
developed by the Southern States Cooperative Program in 
Educational Administration. Figure 2 represents an overview 
of those administrative task areas and lists examples of 
their component parts. Task area 2.i. was defined as the
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1. Critical Task Area: Instruction and Curriculum
Development.
a. Providing for the formulation of curriculum 
objectives.
b. Providing for the determination of curriculum 
content and organization.
c. Relating the desired curriculum to available time, 
physical facilities, and personnel.
d. Providing materials, resources, and equipment for 
the instructional program.
e. Providing for the supervision of instruction.
f. Providing for in-service education of instructional 
personnel.
2. Critical Task Area: Pupil Personnel.
a. Initiating and maintaining a system of child 
accounting and attendance.
b. Instituting measures for the orientation of pupils.
c. Providing counseling services.
d. Providing health services.
e. Providing for individual inventory service.
f. Providing occupational and educational information 
services.
g. Providing placement and follow-up services for pupils.
h. Arranging systematic procedures for the continual 
assessment and interpretation of pupil growth.
i. Establishing means of dealing with pupil 
irregularities.
j. Developing and coordinating pupil activity programs.
3. Critical Task Area: Community School Leadership.
a. Helping provide an opportunity for a community to 
recognize its composition.
b. Assisting a community to identify its potential for 
improvement through the use of natural and human 
resources.
c. Determining the educational services.
d. Helping to develop and implement plans for the 
improvement of community life.
e. Determining and rendering services which the school 
can best provide in community improvement with and 
through the cooperation of other agencies.
f. Making possible the continual reexamination of 
acceptable plans and policies for community 
improvement with particular reference to the 
services which the schools are rendering.
4. Critical Task Area: Staff Personnel.
a. Providing for the formulation of staff personnel 
policies.
b. Providing for the recruitment of staff personnel.
c. Selecting and assigning staff personnel.
d. Promoting the general welfare of the staff.
e. Developing a system of staff personnel records.
f. Stimulating and providing opportunities for 
professional growth of staff personnel.
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5. Critical Task Area: School Plant.
a. Determining the physical plant needs of the 
community and the resources which can be marshaled 
to meet those needs.
b. Developing a comprehensive plan for the orderly 
growth and improvement of school plant facilities.
c. Initiating and implementing plans for the orderly 
growth and improvement of school plant facilities.
d. Developing an efficient program of operation and 
maintenance of the physical plant.
6. Critical Task Area: School Transportation.
a. Determining school transportation needs and condi­
tions (roads, location of schools, etc.) under 
which transportation services must be rendered.
b. Procuring equipment and supplies through approved 
methods of purchase and contract.
c. Organizing and providing an efficient system of 
school transportation maintenance.
d. Providing for the safety of pupils, personnel, and 
equipment.
e. Developing an understanding and use of the legal 
provisions under which the transportation system 
operates.
7. Critical Task Area: Organization and Structure
a. Establishing working relationships with local, state, 
and federal gencies to provide services needed by 
the school system.
b. Working with the board of education in the formula­
tion of school policy and plans.
c. Designating appropriate operational units within 
the school system.
d. Developing a staff organization as a means of
implementing the educational objectives of the 
school program.
e. Organizing lay and professional groups for participa­
tion in educational planning and other educational 
activities.
8. Critical Task Area: School Finance and Business
Management.
a. Organizing the business staff.
b. Determining sources of school revenues.
c. Formulating a salary schedule.
d. Preparing the school budget.
e. Administering capital outlay and debt service.
f. Administering school purchasing.
g. Accounting for school movies.
h. Accounting for school property.
i. Providing for a school insurance program
j. Providing for a system of internal accounting.
Figure 2. School Administrators' Critical Task Areas 
(75, 1957, pp. 205-07)
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component part of discipline. Additionally, Gorton 
suggested that parent relations rank under the area of 
Community School Relations (82^ 1976, p. 44).
The task areas for the college or university deans 
and presidents were deemed similar to those of principals 
and superintendents except they were viewed as performed 
in two arenas as suggested by Demerath, et al: the job
inside (Instruction and Curriculum Development, Pupil 
Personnel, Staff Personnel, School Plant, and School Finance 
and Business Management) and the job outside (Community 
School Leadership, Organization and Structure, and School 
Finance and Business Management). Community School Leader­
ship would be expanded to include public relations, press 
relations, and alumni relations. Finance and Business 
Management in the arena outside would consist, primarily, 
of fund raising.
Blake and Mouton1s Managerial Grid with its develop­
ment of five leadership styles was chosen for the analysis 
since it fit the material most readily. The two- or three- 
category styles summarized in Chapter 2 were too limited 
while the situational types were too complicated to apply to 
portrayals in novels. The Managerial Grid appears in 
Figure 3. According to Blake and Mouton, the 9,1 management 
style shows a high concern for production or task but a low 
concern for people:
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High 9 
8 
7 
6 
5 
4 
3 
2
Low 1
1,9 Management 
Thoughtful attention to 
needs of people for 
satisfying relationships 
leads to a comfortable 
_friendly organization 
atmosphere and work 
tempo.
9,9 Management I
Work accomplishment is 
from committed people; 
interdependence through 
a "common stake" in 
organization purpose 
leads to relationships 
of trust and respect.
5,5 Management
Adequate organization 
performance is possible - 
through balancing the 
necessity to get out work 
with maintaining morale 
of people at a satis­
factory level.
1,1 Management
_Exertion of minimum _
effort to get required 
work done is appropriate 
_to sustain organization 
membership.
9,1 Management 
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Figure 3. The Managerial Grid (58, 1964, p. 10)
Under a 9,1 theory, a manager has a position 
of authority in the hierarchy and he knows it.
He feels his responsibilities are to plan, direct, 
and control the actions of his subordinates in 
whatever way is necessary to reach the production 
objectives of the enterprise. The boss plans, 
subordinates execute. They carry out the various 
plans, directions and schedules placed upon them.
The aim under this approach is to get production! 
Schedules are to be met! People are expected to
do what they are told to do— no more, no less!
In describing the 1,9 managerial style, the authors wrote
When asked to describe his hierarchical res­
ponsibilities, a person operating under 1,9 assump­
tions is likely to use the same words as those the 
manager operator under 9,1 might use. He would say 
that his job is to plan, direct and control the 
activities of his subordinates. His aim as a 
manager, however, is to avoid pressuring for pro­
duction at a rate higher than that which would 
win acceptance from organizational members. He 
leads by following. By deemphasizing production, 
the 1,9 approach avoids some of the conflict that 
arises from production decisions that disturb 
people. . . .
. . . When his people become disturbed, the
manager with a 1,9 orientation also becomes dis­
turbed. To counter-balance the demands of the 
organization, the manager can lighten work con­
ditions by emphasizing the positive aspects of 
work, or by giving a bonus of some sort. Infor­
mal conversation, a joke, an understanding pat 
on the back, a smile, coffee together— all help 
the task to pass a little easier and to make life 
a little more enjoyable (5_8, 1964, pp. 57-58).
A 1,1 leadership style, according to the authors was as
follows:
The supervisory approach under 1,1 is to put 
people on jobs and to leave them alone. He does 
this by letting people do their work as they see 
fit. He does not pester them. "Don't put your 
hand in a hornet's nest," is a motto characteris­
tic of a manager who operates in the 1,1 direc­
tion. His administrative responses are of minimum 
movement, enough to get the pressure off his back, 
but little more (.58, 1964, p. 86).
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Blake and Mouton described a 5,5 leader as one who places 
some emphasis on production and some on people; leadership 
is a "balancing act" and the manager is in "the middle of 
the road" (5B, 1964, pp. 111-12). They saw the 9,9 style 
as the most effective and desirable:
Mutual understanding and agreement as to what 
the organizational goals are and of the means by 
which they are to be attained is at the core of 
work direction. In a real sense people and produc­
tion are interconnected: The manager with a 9,9
orientation views his responsibility as seeing to 
it (but not necessarily doing it by himself) that 
planning, directing and controlling are accom­
plished soundly. Who are best qualified to do it?
Those with the most stake in the outcome, regard­
less of level.
As in the examples following, a boss with a 
9,9 orientation still retains the responsibility 
for such aspects of work direction as planning.
There is no abdication of the 1,1 variety, nor is 
there tolerance with "least common denominator" 
solutions of the kind that crop up under 1,9, nor 
of middle-road compromises of divergent interests 
as in 5,5. But in the 9,9 approach, others, 
where indicated, are drawn in on the actual plan­
ning of work activites. He might say that, "My 
job is not necessarily to make sound decisions, 
but it surely is my job to see to it that sound 
decisions are made." (5j3, 1964, p. 143).
The organizational theories used in the analysis 
were those briefly summarized in Chapter 2— scientific 
management, bureaucracy, human relations, and Chester 
Barnard's theory capitalizing on the importance of both the 
informal and the formal aspects of an organization.
Finally, the characters were analyzed according to 
the types of power they employed. French and Raven isolated 
five types of power as depicted in certain interpersonal 
exchanges. These types of power are reward power (rewards
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include promotions, verbal priase, released time, etc.); 
coercive power (the ability of the person to administer 
punishments or remove or decrease another's status or 
possessions); expert power (contingent upon the amount of 
knowledge or expertise a superior has or is thought to 
have); referent power (based on the degree of friendship 
felt by the subordinate to the superordinate); and legiti­
mate power (based on the belief by the subordinate that his 
superior has the right to give him orders (7j6, 1959) .
These five categories were deemed major in the 
analysis of the portrayals of school administrators in the 
American novels selected. Other descriptive items, however, 
as reported in Chapter 2 were employed in analysis where 
relevant.
Portrayals of Administrators 
in American Novels
Public School Principals 
and Assistant Principals
Central characters. Arfive by A. B. Guthrie, Jr., 
was a novel wherein the central character was the principal 
of a turn-of-the-century small high school in Arfive,
Montana. Benton Collingsworth, the principal, was a middle- 
aged family man when he came to Arfive. He was "square­
faced, medium tall" and "built for action" (JL5, 1971, p. 26) . 
As the first principal of this small high school in Arfive, 
he brought change; the school grew from two teachers to
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several and moved from being lodged in a makeshift Woodmen's 
Hall to a permanent brick building.
Collingsworth was portrayed in the task areas of 
instruction and curriculum development as a teaching 
principal, pupil personnel as he dealt with students in 
and out of the classroom, staff personnel, school plant, 
organization and structure in his dealings with the school 
board, and school finance and business management as he 
presented the year's budget to the board.
He was depicted as a disciplinarian in his relations 
with students. For example, he stressed discipline in his 
classroom: "Respect for authority came first, then, it was
to be hoped, admiration" (15, 1971, p. 93). It was apparent 
that his tactics were stern when he thought about how he 
gained control of his students: "By cuffing one, he had
cowed the three young ruffians who had thought to play hob 
with system" (lj5, 1971, p. 102). He was, however, also 
humane in his dealings with people. When Mr. Ewing, a 
businessman and school board member, came to Collingsworth 
to ask him to accept a girl, Juliet Justice, recommended by 
Eva Fox, the town prostitute, Collingsworth responded,
"'No! Confound it, no! This is an administrative matter, 
not one of policy. If the board voted unanimously to let 
the girl in, I'd say no if it cost me my job'" (3J>, 1971, 
p. 89). When Juliet came to see him, however, he admitted 
her to high school without even giving her a qualifying exam.
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Juliet succeeded admirably, to Collingsworth's credit and 
relief.
Primarily, Arfive dealt with Benton Collingsworth's 
change or, if not change, his eventual awareness and the 
revelation of his true personality. When he came to Arfive, 
he was a man of "stiff propriety" as his wife once described 
him (JL5, 1971, p. 200) . In fact, when he was first hired, 
he would have best been described as task oriented. This 
rather obvious aspect of his character made Mr. Ewing, a 
man who was more sensitive than he would admit, express 
reservations about Collingsworth:
"All I can say is I found him right interest­
ing. My hunch says amen."
"And still, Mr. Ewing, you seem not quite 
comfortable."
"It's not about qualifications."
"What, then?"
"I don't reckon he's one of us or ever will 
be," he said, moving a hand to take in the saloon.
"Not like in here. And he kind of kicked over the 
traces when I named Eva Fox" (_15, 1971, pp. 27-28) .
Although Collingsworth appeared prudish to Ewing, he was
offended at Mr. Harrison, a Methodist minister, who "went
on in his pulpit tones" about "solid American names.
Harldy a Roman in the lot. And not a black man in a
hundred miles. . . . Nevertheless, we are a wicked town"
(15, 1971, p. 40). So, even though it seemed that
Collingsworth tended to be prudish and authoritarian,
gradually it was apparent that he exhibited a 9,9 leadership
style (a high concern for task and people). He revealed his
concern for people when he allowed Juliet Justice to enroll
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in high school and when later at the request of Miss 
Carson, his most respected teacher, he admitted an Indian 
girl, Marie Wolf. It was revealed, however, that Miss 
Carson was having an affair with the girl. Old friends 
worried that this incident would cost Collingsworth his 
job. Collingsworth did not believe the charge and called 
Miss Carson into his office. She, however, did not deny 
the charges? and finally, she committed suicide, in part 
because of her own disgrace but also in part because she 
did not wish to be the cause of the ruination of 
Collingsworth who would have supported her (JL5, 1971, pp. 
188-98) .
Whereas originally Collingsworth would have been 
classified as a bureaucrat, by the conclusion of the novel 
he had become aware that administration meant more than 
following the rules and regulations he has set. It also 
meant relating to the people in the school and in the town 
who have supported him. As Ewing said at the funeral of 
Collingsworth's wife, "You've done more'n a heap of good 
for the county and town, and you got more to do. And its 
not just students and parents that side you" (15., 1971, p. 
276). Thus, Benton Collingsworth understood the formal 
and informal aspects of an organization.
Collingsworth most often drew upon expert and 
legitimate sources of power as he operated the school in 
Arfive.
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The most well rounded portrayal of a principal was 
presented by Benjamin Siegel in The Principal. Virtually 
all task areas were described. Robert Evans, the new 
41-year-old principal who came to Pine Hills from New 
Canniston High School, was involved in instruction and 
curriculum development. For example, he called in Miss 
Lucretia Pomeroy, head of the English department, and 
criticized her performance as chairman and made suggestions 
for changes in the English curriculum devised by her. "I 
am not sure literature ought to be studied instead of read," 
he said (45, 1963, p. 69). He also believed that "any 
graduate of Pine Hills had the right to blame the Principal 
if the students' education had been deficient" (45, 1963, 
p. 55). He took an interest in students, particularly a 
Joseph Maxwell whom he even went into the hills to find 
because of his compassion for the boy. Yet, he was a 
disciplinarian who suspended a school board member's son 
for violating a rule and who made students leave an assembly 
and re-enter properly. He was involved in community rela­
tions. He said, "There are two images, Perry, so far as 
I'm concerned. One is that of the school--for that I want 
the best public relations, the fullest community support"
(45, 1963, pp. 72-73). He was depicted as dealing with staff 
personnel. For example, he interviewed Elizabeth Loomis, 
the ex-principal's daughter and hired her to teach in the 
English department. He was personally involved with the 
school plant and became friends with one of the custodians,
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Carl Peters. In the area of organization and structure, 
the reader saw Evans as he dealt with the superintendent and 
the school board. Additionally, he was involved in the 
evaluation and accreditation of the school by the Middle 
States Association. In fact, one of the reasons he was 
hired at Pine Hills was that he had successfully completed 
an evaluation and accreditation at New Canniston. In the 
area of business management, it was Evans' job to present 
the budget to the board for acceptance.
This novel, as did Arfive, presented the change and 
growth of a school principal. Robert Evans' leadership 
style when he arrived at Pine Hills could be described as 
a high concern for task--a 9,1 style. As he stayed in Pine 
Hills, though, he developed a better understanding of 
people, and his leadership style changed to a 9,9— a high 
concern for task and people. For example, he learned to 
compromise.
If you wanted to judge events by results alone, 
then he had no reason to question the rightness of 
things. Once, at the time of Sam Jennings' victory, 
he had been forced to back down, and again at the 
time of Carl Peters' dismissal. But it had become 
possible to keep Jennings in business and still 
control the student body by a system of monitoring; 
the co-operation of the township, which supplied a 
policeman at the point of crossing the highway; 
and the incorporation of a point system for late­
nesses, which resulted in privilege losses that 
the students were anxious to avoid. Robert had to 
admit that a steady diet of the state-administered 
cafeteria menus was no match for the sizzling appeal 
of Sam's hamburgers, and he went to Jennings' place 
once in a while himself. Jennings, as he had said, 
bore no grudge (45, 1963, pp. 243-44).
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His eventual compromise or merger of a concern for task and 
people was, also, symbolized by his marriage to Elizabeth 
Loomis, the daughter of the ex-principal and man who had 
been Evan's nemesis throughout the novel. The closing 
scene of the novel, however, depicted Evans and Loomis, the 
much loved retired principal, leaving a school board meeting 
together.
After that the Board saved face with a little 
more discussion, but there wasn't much to discuss.
Robert and Loomis walked out together.
Loomis said, "I understand we're about to 
become related,"
"Yes."
"Elizabeth doesn't know I'm back yet, why don't 
we both go to the house and surprise her?"
"All right."
"You don't talk much, do you."
"Give me a minute. I have to get used to the 
idea that I like you."
"Come on," Loomis said. "Can't you walk a 
little faster?" (^5, 1963, p. 312).
Evans' organizational theory would be similar to 
Barnard's. He believed in the formal structure, but he, 
also, came to understand the informal structure. For 
example, in achieving the goal of the schoolwide evaluation 
and accreditation, he recognized that the teachers must be 
committed and involved. He promised the evaluation would 
not be a "whitewash," and he allowed the teachers a forum.
Robert found that at first, with an officially 
sanctioned forum, the tendency was to unburden the 
accumulation of personal and professional thrwart- 
ing that had little to do with the area for which 
the individual committee was formed. Robert thought 
this a healthy preclearing and instruced the chair­
man to permit it, at least in the beginning. So 
the teachers sat around and bitched. And mostly 
the target was the education courses they had been 
forced to take, which had given them little except
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facility in the jargon and an accumulation of in- 
service credits for salary increases (45^ 1963, 
p. 195).
Evans drew upon several sources of power; but 
legitimate, coercive, and expert were stressed.
John (Johnny) Loomis, the retired principal whom 
Robert Evans replaced, "was a short man with the kind of 
white hair that looks as soft as the hair of an infant.
He had a small, bitter-sweet mouth. His voice was at once 
gentle and strong" (45, 1963, p. 310). He was a "man who 
wanted to do everything himself" (4J5, 1963, p. 46); he 
informally kept information on students in his desk drawers 
rather than in the files (4J5, 1963, pp. 52-53); he "loved 
the students and they loved him" (4J5, 1963, p. 53); he made 
himself available to parents who just dropped by (4J5, 1963, 
p. 85); he changed students' schedules at the request of 
their parents (45, 1963, p. 86); and he was lax in student 
discipline (£5, 1963, p. 89). Loomis sometimes helped 
serve lunch in the school cafeteria; and if a student 
"missed his breakfast, Loomis would send him across the 
street for a doughnut and coffee" (.45, 1963, p. 129) .
These practices, alien to Evans, caused him to comment 
sarcastically, "What a humanitarian that man was" (45,
1963, p. 129). Change had come to Pine Hills, however, and 
as Loomis said of himself at the end of the novel when 
he and Evans finally met:
"Perspective," Loomis said. "I suppose the 
only way to really have any is to die. This almost
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happened to me when I retired. (You know, I 
never met your new principal?) Some idiot once 
said that retired people had to die. I just 
realized that I had to break this foolish notion. 
Nineteen twenty-two— that's when I started as a 
teacher. May I ramble for a bit? I won't take 
much of your time, I promise. We had the junior 
and senior high in the same building, and maybe 
two hundred, two hundred and fifty students. We 
didn't have any money, we couldn't afford small 
classes, for example, none of the marvelous 
things you have today. What we did do— we 
decided that a student was more important than 
the subject matter. And we followed that as a 
rule, I did till the day I left. We tried to 
hire teachers who believed that. Sure, we had 
the same percentage of duds then, Mr. Principal. 
That's what you'll always have to work with.
After a while I had in my classes some of the 
children of students, and even some of the
grandchildren. I was proud of the fact that I
knew each student. I felt you had to be close
to them. I did scout work, Sunday school, I
tried to be interested in the things children 
were doing. I was proud that a parent could 
come to me and say 'you know more about my son 
than I do.' My office was always open. There 
was no guidance department, the Principal did 
it all. Now— how does a principal function 
with a thousand students? Why, not even all 
the teachers know one another— imagine, two 
teachers' rooms. It was too much for me, and 
I was glad to retire.
"Now you've got Mr. Evans. He is not me, 
Sally Lobrige, and if he were, he could not 
handle his job any more than I could. But I 
know what he's done. He's making a fine school 
out of Pine Hills, and let's face it— Sally, 
Vince, Fenton— I was letting it run down. I 
couldn't hold it, my hands weren't big enough.
The hands of Mr. Evans are. Now he wants to 
hold on to a good teacher. Isn't that what a 
principal is for? I listened to him and I was 
proud. I've heard enough here to know that Art 
Pringle is trying to tell you what to do. I've 
known Art since he was a boy. He's a good 
person, and a good man of the church, but he 
likes to stretch himself out a little too much. 
Well, don't let him. Don't let anybody stop 
you from doing the job you're supposed to do.
And don't let yourself take a chance of losing 
a good teacher— or a good principal" (4jj, 1963, 
pp. 310-11).
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The reader heard through others of the task areas 
performed by Loomis. Those areas were instruction and 
curriculum development (Loomis, primarily, developed 
vocational courses whereas Evans tended to emphasize 
academic courses), pupil personnel, community school 
leadership, staff personnel, and organization and structure.
Loomis saw the principal's role as that of human 
relations facilitator. As a leadership style, he would 
represent a 1,9 style— a low concern for task and a high 
concern for people. Additionally, the organizational theory 
best suited to his personality would be human relations.
His power source, as shown by the respect and love all felt 
for him, was referent.
In The Principal Loomis and Evans originally 
represented opposites in leadership style and personality. 
The assistant principal Perry Dickinson, however, was a 
compromise between these two types of administrators.
Whereas Evans was task oriented and Loomis was people 
oriented, Dickinson seemed concerned with both people and 
the task. Evans and Dickinson exemplified their beliefs 
on dealing with people as they discussed parents who did 
not have appointments.
"And Loomis just held open house?"
"He never refused to see anyone," Mrs. Farrow 
said.
"Nor shall I. Which does not mean I'm in favor 
of chaos. Mrs. Farrow, go out and have everyone 
who just 'dropped in' make appointments if they 
would like to see me. I'll see the others."
Perry drew him aside. "They're here, see
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them now. Believe me."
"Perry, you can't run a school that way, and 
you know it."
"I know it. I also know the most warranted 
toughness is still going to be hard for those 
parents to take right now. They're worried.
They want reassurance."
"Image, right?"
"Yes, if you want to put it that way."
"There are two images, Perry, so far as I'm 
concerned. One is that of the school— for that 
I want the best public relations, the fullest 
community support, and that means we're going to 
be efficient, fair, and uncorrupted. My personal 
image is a beast of a different stripe. I keep 
it separate."
Perry's round face showed his concern. "You 
can't keep it separate."
"I can. I am not the school. I am not, for 
that matter, John Loomis. And unless I choose to 
run down Main Street without my pants on, my own 
identity is going to be uninvolved."
"I think you're overreacting. I think that 
rather than test your own likability against your 
predecessor's, you'd go out of your way to insure 
unpopularity."
"Very good, Doctor. But that's the way it is."
Perry shook his head. "If only I didn't like 
you. Oh, well, into the breach" (4_5, 1963, pp. 85- 
86) .
Later, following an incident wherein a teacher struck a 
student, Dickinson told Evans: "There you go again, Mr.
Evans, Principal, sir, if I may. You're intolerant. You 
don't give people a chance to be defended by all the sub­
conscious pressures that formed them" (4J5, 1963, p. 149).
As an assistant principal, Dickinson was expected 
to be loyal to the principal.
"Look, Perry. Let me explain what your function 
here is. I expect you to be a rat. About every­
body. If you're consistently wrong or if it gets 
personal, I'll fire you."
"Oh?"
"Do you think I can walk into a school of this 
size and have any notion of what's happening? It
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would take months. I haven't got the time. So 
to start with, I have to accept your opinions.
Since you're one person and close to me, I can 
find out soon enough if your opinions are any 
good. But I have to begin someplace. So you have 
to be a rat. Fair enough?"
"No." Dickinson looked down and played with 
the end of his tie. "How much time do I have to 
decide if I'm going to be your rat?"
"How about— mmm— three seconds?"
"I've decided. Who's first, Farrow?" (45,
1963, pp. 46-47).
This responsibility would fall under the task area of
organization and structure. Dickinson also operated with
pupil personnel when he arranged assemblies (45, 1963, p.
51); was responsible for discipline, and attended athletic
functions. He, also, arranged teacher assignment schedules
for lunch periods (_4!5, 1963, p. 91) and handled various
staff problems, such as a teacher who was intimidated by a
student and eventually hit the student (4jj, 1963, p. 145).
Sam Archer was a retired elementary school principal 
in A Trace of Footprints by Ruth Wolff. This novel was the 
story of him and his grandson's visit. Paul Scott returned 
to his grandfather's home in this small town to sort out his 
marriage and career. The eventual death of Paul's grand­
father, Sam, helped to point the way to a more fulfilling 
marriage and to a career as a teacher. Sam Archer had been 
a fifth grade teacher and for the last twenty years before 
his retirement, although he still taught fifth grade, he 
had also been the principal. He was described as a man who 
"brought to his work a fresh enthusiasm, and a keen interest 
in those he taught" (_50, 196 8, p. 29) .
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Sam was firm but compassionate in his dealings 
with students.
A boy brought into his office for some mis­
demeanor knew it was no light matter to be con­
fronted by Mr. Archer. Mr. Archer was the one 
you had nothing against. Mr. Archer was the 
teacher from whom you really learned. If all 
teachers were like Mr. Archer, school wouldn't 
be such a bad place. Even the worst culprits 
were aware of this.
Mr. Sam sat easily in his swivel chair pushed 
back a bit from the desk as if to reveal the man 
more than the office he held. He was intent on 
something else for the first few moments— a book, 
a paper clip, a loose button on his coat— rather 
than focusing his attention on the uneasy youth 
standing before him.
"What have you done now, son?" Sam Archer 
would ask a repeater, looking up at him perhaps 
for the first time. Hearing out the mumbled 
confession, he would allow a pause until (as he 
might explain to some teacher wanting to know his 
tactics) "he has it clear in his own mind what 
he1s been sent in for."
Not until the right moment, and this was one 
of Sam Archer's strokes of genius, that he was able 
to perceive the right moment, would he rise from 
his chair and put a hand on the slumped shoulder, 
feeling beneath his hand the trembling, the 
tenseness, the hardness, whichever way it was.
Each required a special admonition. With his 
hand firmly attached to the boy's shoulder, he 
would drop some pearl of wisdom, perhaps a verse 
from the chapter in the Bible he had read that 
morning before breakfast. One of his favorites 
many of his former pupils could still recall.
"It is better to preserve your soul than to take 
the whole city" (J50, 1968, pp. 29-30).
His relations with teachers were, also, excellent. "After
he became principal no teacher ever asked for a transfer
from his school although the pay might be better somewhere
else" (5j0, 1968, p. 30) . Though he was concerned with
people, he did not ignore the task aspect of leadership;
thus, he was categorized as a 9,9. His personality best fit
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the human relations theory of organizational behavior, and 
his power was derived from legitimate and referent sources.
Major characters. The only female public school 
principal was Dr. Gozar, an elementary principal, in The 
Child Buyer by John Hersey. Mr. Wairy, chairman of the 
board of education described her as follows:
She's a great big man of a woman, and I'd say 
she's contented with her lot. She gives an 
impression— she has a constant, barking, bass 
laugh— that she's mighty glad to be so overwhelm­
ingly a doctor. She's a Ph.D., that's where the 
"doctor" comes from, and her doctorate is backed 
up by half a dozen other post-graduate degrees, 
because, my heavens, she takes a laborer's job in 
a factor every summer and goes to summer school to 
boot. When she talks about social adjustment, you 
can take one look at her and see that she doesn't 
mean the pale, wishy-washy conformism that so often 
seems to be intended by school psychologists who 
use the phrase. She's what we call an old-timer;
I mean a real New Englander. She's got a traprock 
forehead and a granite jaw; stone ribs, too— but 
there's a passionate optimist living behind all 
that masonry. Let's see, grew up on a farm, a 
survivor of Elton's Seminary for Women, sixty-seven 
years old, been principal of Lincoln Elementary for 
thirty-eight years, and she's grown younger ever 
since I've known her, which has been most of the 
time she's had that job. She started out kind of 
hidebound, but she's wound up wise, freedom-loving, 
self-reliant, tolerant, and daring. And flexible.
For about the last half of her tenure at Lincoln, 
she's demonstrated that she feels there's not any 
single mandatory school program for which there 
could be no substitute. She's a talker: she'll
bend your earl Bur verbum sap. Mr. Counsel. I 
would not press her too hard. I wouldn't try to 
take her skin off, because the first thing you 
know, young man, she'll have broken your whipper 
off from your snapper (.16, 1961, p. 18) .
The novel related a trial wherein a businessman had 
come to buy a child genious for a company. The drawback to
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this child's acceptance of the company's offer was that 
through drug hypnosis he would forget his past and become 
a company man in the complete sense of the phrase. At first 
Dr. Gozar was against the sale; then, she changed her mind 
in trade for an honorary Ph.D. at Hack Sawyer University.
In the following statement, she justified her logic:
"Wait a minute. This isn't a bribe. He hasn't 
offered me a Ph.D. He bet me one. On my side of 
the bet I've put up a new turtle-neck sweater with 
the varsity letters H.S.U. on it, for him to wear 
when he rides his motor-bike; I've promised to knit 
the cursed thing myself if I lose, and I loathe 
knitting— woman's slave labor I And if the child 
buyer wins, he will have earned his letter, 
believe me.
"To produce its effect, 'L.T.' must be essen­
tially hypnotic, and, at least as far as the hypnosis 
is concerned, we know it isn't effective so long as 
the subject refuses to give over his mind. I believe 
it may be so with the drug. I believe it may. Barry 
can hold on. He can cling through that ordeal to 
the minimum notion that he is going to be a classi­
fying biologist, that he's going to persist in this 
aim and break them, or Her, in the effort to make 
him exclude everything but Her from his life. . . .
He will not forget. He'll cling to the memory of a 
weasel gliding along, like the slippery hope in a 
thief's heart, beside a stone wall near a hen coop; 
the gaping mouths of baby robins, uptilted triangles, 
in a nest in dangerous springtime; a soldier termite 
undermining some man's slipshod carpentry with his 
sharp clamping jaws. He'll remember. I really 
believe he will."
"If he doesn't?"
"If he doesn't, it will be a great loss" (16,
1961, pp. 249-50).
The images used by Dr. Gozar in her rationalization pre­
sented a contrast to her motives. She was portrayed as 
educated and apparently concerned with Barry's fate. In 
reality, however, she was coldly scientific, concerned about
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her degrees, and approached the sale as an experiment 
regardless of the cost.
The only task area she was portrayed in was pupil 
personnel. Her leadership style would be a 1,1 since her 
behavior and concern only for her own epxeriments indicated 
a low concern for people and her task as an administrator. 
Additionally, her personality best fit the scientific 
management mode of organizational theory, particularly 
because of her concern for task division and a timed, 
orderly approach to life. Her power source appeared to be 
expert.
The Blackboard Jungle by Evan Hunter recorded the
experiences of a first-year English teacher, Rick Dadier,
at an inner-city technical school, North Manual Trades High
School. Two principals were portrayed in the novel— one was
the past principal, an absentee character, and the other was
the new principal, Mr. Small. The previous principal was
described by Solly Klein, a rather cynical veteran teacher:
"The Boss would get up there like the coach of a football
team, between halves, and he'd tell them all how he wanted
them to get out there and fight." Klein, also, remembered
how Ginzer, the past principal,
had come to Manual Trades fresh from an administra­
tive assistant's job at Evander Childs, which was a 
fairly decent academic high school. He had read 
all the books about vocational high schools, and he 
had proceeded to tell the gathered teachers— some 
of whom had been at Manual Trades for close to 
twenty years— all about it (.19, 1953, p. 26) .
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There had also been an incident at the school where Juan 
Garza, "a little bastard of a troublemaker," according to 
Klein, "had thrown an inkwell through the window in Ginzer's 
office, and then almost thrown Ginzer out after it" (19, 
1953, p. 29). Ginzer was shown in an ineffective manner 
as he dealt with instruction, staff, and pupils. It was 
obvious that in his role as disciplinarian he failed and 
in his role as instructional leader he was viewed by the 
teachers as inexperienced,and, thus, unknowledgeable.
The new principal, William Small, whose name fit 
his concern for people rather than his physical stature, 
was, also, described negatively but for a different reason.
He was called "the Boss," he had a thin scar on his right 
temple below the cheekbone (Solly wondered if it was an 
"occupational wound"), and he smiled "like a benevolent 
despot." In the opening school speech to the teachers,
Small summarized his experiences as follows:
"Oh, I know vocational schools," Small said.
"I taught for two years at Bronx Vocational and 
three years at Manhattan Aviation, and three at 
Manual Training in Brooklyn, and I even taught 
at Benjamin Franklin, which is not a vocational 
high school but which gave me a little momento 
that made me grateful there are such things as 
vocational high schools." He touched the thin 
scar on his face here, and everyone nodded in 
tribute to his heroism under fire.
"I've taught at New York Vocational," Small 
went on, "and Central Commercial, and Brooklyn 
Automotive." He paused here for the gasp of 
acknowledgement, because Brooklyn Automotive was 
possibly the worst goddam school in the whole 
setup, and they all knew it. When the gasp did 
not come, Small said in a voice like muted 
gunfire, "I was administrative assistant at Brooklyn 
Automotive for seven years" (JL9, 1953, pp. 29-30) .
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Small was portrayed in the task areas of pupil 
personnel, staff personnel, and instruction and curriculum 
development. He made his attitude toward student behavior 
well known in the opening meeting.
"We've got a good staff here," Small went on.
"The teachers who have been here all these years 
are some of the best to be found in the system.
I've checked the records of the new ones, and I 
think we've got a fine crop of level-headed 
people who can handle any situation that may 
arise.
"The point is this," and here he stabbed the air 
with a large forefinger, "I do not want any situa­
tions to arise!
"When those kids come into this school on 
Monday morning, I want them to know immediately 
who is boss. The teacher is boss, and I want 
them to know that, because we are not running 
any goddamn nursery school but we are running a 
school that will teach these kids to be useful 
citizens of a goddamn fine community, and pardon 
my French, ladies, but that's exactly the way I 
feel about it."
The ladies present, of which there were four, 
smiled in a virginly, ears-unused-to-such-language 
manner, and the men chuckled a bit, and then Small 
cut the nonsense with a slicing wave of his 
hamlike hand.
"So here's what I want. I want a well- 
disciplined school because we can't teach a 
disorderly mob. That means obedience, instant 
obedience. That does not mean delayed obedience, 
or tomorrow obedience, or next-week obedience.
It means instant obedience! It means orders 
obeyed on the button. The teacher is boss, 
remember that! And I'm sure I don't have to
remind a great many of you of that fact."
He paused to consult his notes and then 
shouted, "Troublemakers? I want troublemakers 
squelched immediately! If a teacher can't handle 
a troublemaker, I want him sent to the department 
head. That's what department heads are for. And 
if the department head can't handle a troublemaker,
I want that troublemaker sent to either Mike or 
myself, and you can bet we'll know how to take care
of him, you can bet your life on that. I don't
want any troublemakers in my school. There are 
reform schools for troublemakers, and that's where
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I'll send them as sure as I'm standing here, as 
sure as I am Principal of North Manual Trades 
High School."
Small nodded his head emphatically, and 
Mike Angelico unconsciously nodded his head 
simultaneously.
"So on Monday morning, we come here ready 
for trouble. If there's not trouble, fine and 
dandy. If there is, we step on it immediately.
We step on it the way we would step on a cock­
roach. I want no cockroaches in my school the 
same way I want no cockroaches in my kitchen"
(19, 1953, pp. 30-32).
In discussing the scheduling of programs at the opening of
school meeting, Small made his authoritarian attitude
toward teachers well known, also.
"Now I do not wish to hear any complaint about 
programs. I'm an old hand at this game, and I 
know that free hours and lunch hours can be 
juggled, and I know there are desirable classes 
and undesirable classes, and I know all the little 
tricks, believe me.
"But our department heads and the head of the 
program committee have made these programs out 
fairly and honestly, and we've tried to combine 
the good with the bad, and where you get the 
dirty end of the stick in one spot, you get the 
mink-lined end of the stick in another spot. So 
no complaints about programs, please. It took 
a long time to figure out the schedule, and I 
can assure you no changes will be made at this 
late date, no matter how things used to be before"
(19, 1953, p. 32).
Again displaying his concern for discipline and order rather
than for instruction or people, Small observed a teacher's
class on the first day of school.
The students perceived Small as a reformer, i.e., 
a change agent. This role was typical for principals new 
to a school. In his introductory assembly to the students 
and following an incident in which Rick Dadier disarmed 
a student who tried to rape a teacher, Small was perceived
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by the students as follows:
It was always rough when a new man hopped in 
the principal's chair. It was like a woman marrying 
an alcoholic, gambling, lying, screwing drug addict. 
Right away came the reforms.
There had been reforms before. The kids were 
used to hot-shot principals who shot their loads 
in the first month and then settled down to letting 
the school run itself. These guys were always 
tough in the beginning. Until they knew what they 
were up against, and realized they were shoveling 
manure against the tide. You take a few shovelfuls 
of the stuff, and then you decide to go up on the 
boardwalk and watch nature. It's less smelly that 
way, and you expend less energy.
Small, however, looked like the kind of dim- 
witted jerk who would enjoy a little horse dung in 
his hair. Hell, he'd keep shoveling the stuff 
until he was covered with it, and then he'd order 
some for lunch. He'd probably done a lot of 
shoveling at Brooklyn Automotive. A job like that 
can get to be a habit. Like Charlie Chaplin 
tightening the bolts in Modern Times.
So they looked at Small, and they said, "Small, 
huh?" and they wondered whether or not they'd be 
asking for transfers to Bronx Vocational or Samuel 
Gompers before long. Nothing can screw up a good 
school like a hot-shot principal, especially one 
who pulls knives away from people.
Small crowded the microphone, as if he expected 
no backtalk from it or anyone present. The kids 
disliked him instantly. Their worst fears were 
realized the minute he opened his big yap. He was, 
the bastard, a reformer, and they needed a reformer 
like they needed a hole in the head.
He gave them the usual reform pitch, the one all 
the new jerks gave, only he sounded as if he meant 
it. He sounded, in fact, as if he dared anyone to 
doubt that he meant it. This was not good at all. 
This was miserable. This was a bad way to start out. 
How were you supposed to enjoy school when you got a 
guy like this one for principal? How were you 
supposed to learn anything?
And then Small got around to the attempted rape. 
He lowered his voice, and the kids sitting up front 
saw that he also narrowed his eyes and tightened 
his lips.
"There was an unfortunate incident here on the 
first day of school," he said. The kids had all 
been silent before this, but the room seemed to 
grow even more hushed, as if all breathing had
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suddenly stopped. Sitting in the back of the 
auditorium with his official class, Rick sucked 
in a deep breath. The heads were beginning to 
turn already, a few at a time, spreading across 
rows, racing through the packed auditorium like 
a petroleum blaze. They turned in two directions, 
as if the blaze were fanned by cross-currents of 
wind, one half turning toward Rick where he sat, 
and the other half swiveling to catch a look at 
Miss Hammond.
"One of our boys decided he was out in the 
streets," Small said, ignoring the twisting heads 
and craning necks. "The boy's name was Douglas 
Murray."
It was out now. Douglas Murray. And there 
were kids who'd known Murray, and there were kids 
who liked Murray, and the entire rape had 
suddenly assumed a very personal aspect. If it 
happened to Murray, who was just one of the guys, 
why couldn't it happen to any one of them? You 
get bastards like Dadier fouling up the detail, 
and you get a hot-shot like Small who condones 
such horse manure, and next thing you knew they'd 
all be in reform school. The kids learned forward 
eagerly, turning all their attention to Small 
again. This was no laughing matter. This was 
something of vital importance to all of them.
"One of our teachers stopped the incident from 
becoming a disastrous one," Small said, casually 
ignoring the fact that every kid in the auditorium 
knew the "incident" was an attempted rape. "Douglas 
Murray may be a little sorry he stepped out of line. 
Criminal assault charges have been pressed against 
him. I think you all know what that means."
They all knew, all right. They all knew that 
this didn't mean reform school. They mentally 
calculated Murray's age, and they figured this for 
a prison rap, if anything, and all because the poor 
bastard tried to cop a feel. And all because 
Dadier had stepped in and made like a goddamned 
hero.
"I'm telling you this story," Small went on,
"to illustrate an important point." He paused, 
and then roared, "I WILL STAND FOR NO NONSENSE IN 
MY SCHOOL, IS THAT UNDERSTOOD?" (19, 1953, pp. 88- 
90) .
When Small operated in the task area of pupil 
personnel, he was portrayed most often as a disciplinarian. 
When the attempted rapist was brought to his office, Small
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listened to everything and, then, said, "We're going to 
take care of you, smart guy. We're really going to take 
care of you" (3J9, 1953, p. 84). Again demonstrating his 
belief in the principal as disciplinarian, Small reacted 
to an incident wherein an unidentified student stole a 
teacher's classic jazz albums by calling in the parents of 
all twenty-six boys in the class. The damage fees were 
divided among all the boys; and if they did not pay 
immediately, Small said he would go to the police. He, 
also, delivered a "shouting, ranting, biting, vituperative 
ten-minute speech on the conduct he expected from students 
of Manual Trades" (19, 1953, pp. 183-84). He, then, sent 
all the students to the auditorium the next week all day, 
each day with pens and paper to write, "I shall learn to 
respect the property of others" (19_, 1953, p. 184).
The role of principal as disciplinarian, also, 
extended to Small's relations with the staff. He inappropri­
ately reacted to a false charge of prejudice against Dadier 
by assuming he was guilty. When Small discovered his error, 
he said, "Shall we let bygones be bygones?" and "I don't 
like tiffs in my school family, Mr. Dadier" (1_9, 1953, 
pp. 219-24). After the incident, however, Dadier believed 
that Small put him in charge of the Christmas assembly 
without relieving him of some teaching duties as a means of 
punishing him, in effect, for having told Small to shut-up. 
Small's leadership style, based on these relationships with 
people, indicated a 9,1— high concern for task and low
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concern for people. He was, also, a bureaucrat because
of his reliance on rules and because of his impersonal
behavior toward others. His sources of power were expert
and coercive.
Evan Hunter in The Blackboard Jungle portrayed the
administrative assistant, Mike Angelico, as a passed over
leader. He had
been at North Manual Trades for eighteen years.
He had been administrative assistant when Anderson 
was principal, and he had been administrative 
assistant when they dragged Panucci from Chelsea 
Vocational for the principal's spot, and later 
when they brought in Ginzer from Evander Childs.
He had been administrative assistant all that 
time, and now they had brought in another outsider 
for the principal's job" (.19, 1953, p. 31).
Though he felt bitter toward Small, he was still syco­
phantic. When Small spoke, "Mike Angelico started to 
applaud, but Small cut him short with a withering glance.
It was apparent the Boss had not finished" (19, 1953, p. 30). 
Then, later, "Small nodded his head emphatically, and Mike 
Angelico unconsciously nodded his head simultaneously"
(19, 1953, p. 31). Mike Angelico was depicted in the task 
areas of pupil personnel (student discipline problems were 
brought to both him and Small) and organization and 
structure as he related to Small.
Two administrators were portrayed in Bel Kaufman's 
Up the Down Staircase. The administrative aide, Mr. McHabe 
was a major character while the principal, Dr. Maxwell E. 
Clarke, was an absentee character.
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Dr. Clarke was an absentee character in the novel 
and an absentee administrator at Calvin Coolidge High 
School through his own choosing. This character was never 
seen in the action except indirectly through his circulars, 
of which there were many. His only task areas seemed to 
be community school leadership and staff personnel. In the 
area of community school leadership, he wrote memos on 
Open School, a parent night activity. The first memo was 
to all parents.
TO ALL PARENTS:
I AM CERTAIN AND CONFIDENT THAT YOU WILL WEL­
COME THE GOLDEN OPPORTUNITY FOR CLOSER COMMUNICA­
TION AND RAPPORT BETWEEN THE SCHOOL AND THE HOME 
ON OPEN SCHOOL DAY. WE MUST ALL PITCH IN AND 
COOPERATE IN MAKING THIS A COMPLETE AND UNQUALIFIED 
SUCCESS FOR ONLY THROUGH MUTUAL UNDERSTANDING 
BETWEEN PARENT AND TEACHER CAN THEIR MUTUAL AIMS 
AND GOALS FOR THE HIGHEST GOOD OF THE CHILD BE 
ACHIEVED.
MAXWELL E. CLARKE 
Principal
(21, 1964, pp. 199-200)
The second circular was to all teachers.
TO ALL TEACHERS:
I AM CERTAIN AND CONFIDENT THAT YOU WILL WEL­
COME THE GOLDEN OPPORTUNITY FOR CLOSER COMMUNICA­
TION AND RAPPORT BETWEEN THE SCHOOL AND THE HOME 
ON OPEN SCHOOL DAY. WE MUST ALL PITCH IN AND 
COOPERATE IN MAKING THIS A COMPLETE AND UNQUALI­
FIED SUCCESS, FOR ONLY THROUGH MUTUAL UNDER­
STANDING BETWEEN PARENT AND TEACHER CAN THEIR 
MUTUAL AIMS AND GOALS FOR THE HIGHEST GOOD OF 
THE CHILD BE ACHIEVED.
MAXWELL E. CLARKE 
Principal
(21, 1964, p. 200)
Finally, following the event, he sent another impersonal 
memo to the teachers.
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TO: ALL TEACHERS
YOU ARE TO BE CONGRATULATED AND COMMENDED ON THE 
COMPLETE AND UNQUALIFIED SUCCESS OF OPEN SCHOOL 
YESTERDAY. IT IS THROUGH PARENT-TEACHER CONFER­
ENCES SUCH AS THESE THAT CLOSER COMMUNICATION 
BETWEEN THE SCHOOL, AND THE HOME CAN BE 
EFFECTUATED AND ACHIEVED.
MAXWELL E. CLARKE,
Principal
(21, 1964, p. 209)
In the area of pupil personnel, a memo made the reader 
aware that Dr. Clarke personally appeared on some occasions, 
such as to address the honor students. Additionally, the 
following memo indicated that Dr. Clarke was a master at 
redundancy, cliche, overdone parallelism, hyperbole, and 
generalizations:
TO: ALL TEACHERS
FOR THOSE WHO MISSED LAST MONDAY'S ASSEMBLY 
BECAUSE OF THE CONFUSION RESULTING FROM SWITCH­
ING X2 AND Y2 SECTIONS, A COPY OF DR. CLARKE'S 
ADDRESS TO THE HONOR STUDENTS IS ENCLOSED.
I AM PLEASED AND PRIVILEGED TO SALUTE AND 
CONGRATULATE THOSE OF YOU WHO HAVE THROUGH 
YOUR OWN DETERMINATION AND STICKTOITIVENESS 
ACHIEVED AN HONORED AND ENVIABLE PLACE ON 
THE HONOR ROLL. YOU HAVE BEEN GIVEN THE 
OPPORTUNITY OF LEARNING FROM AND CONTRIBUTING 
TO THE CULTURAL HERITAGE OF THE GENERATIONS 
BEFORE AND AFTER YOU AS THEY HAVE LEARNED 
FROM AND CONTRIBUTED TO YOU. NOW YOU MUST 
DRAW UPON THE RICH WAREHOUSE OF SKILLS YOU 
HAVE ACQUIRED AND KNOWLEDGE YOU HAVE WON 
AND CONTINUE TO FACE THE FUTURE, TO GO 
ONWARD TOWARDS VENTURES EVER NEW, FORWARD 
TOWARDS HORIZONS EVER WIDER. AS THE GREAT 
POET SO WELL PUT IT: "SAY NOT THE STRUGGLE
NAUGHT AVAILETH." IT AVAILETH; IT AVAILETH 
INDEED; FOR NOTHING LASTING OR WORTHWHILE 
WAS EVER WON WITHOUT IT. YOU WHO HAVE THUS 
FOUGHT AND STRUGGLED TO ACHIEVE THE SPLENDID 
DISTINCTION OF A PLACE ON THE HONOR ROLL
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KNOW FULL WELL THAT THIS IS SO, AND AS I LOOK 
UPON YOUR PROUD AND HAPPY FACES, I AM REMINDED 
OF THE YOUNG MAN WHO, IF YOU RECALL, HAD SO 
ZEALOUSLY AND SO SELFLESSLY CARRIED THE 
MESSAGE TO GARCIA.
AND YET, THOSE OF YOU WHO HAVE NOT ACHIEVED 
SUCH A PLACE ON THE HONOR ROLL MUST NOT FEEL 
THAT YOU HAVE FAILED. ON THE CONTRARY, IT 
IS YOU WHO ARE THE BACKBONE AND THE REAR- 
GUNNERS FOR THOSE WHO HAVE FORGED AHEAD, FOR 
WITHOUT YOU AND YOUR CONTRIBUTION, THEY COULD 
NOT HAVE ACHIEVED WHAT THEY DID. IN A LARGE 
MEASURE OR SMALL, WE EACH AND ALL OF US ARE 
CONTRIBUTING TO THE GOOD OF THE WHOLE, THOSE 
BEHIND THE THRONE AS WELL AS THOSE ON THE 
THRONE, WHICH IS THE ULTIMATE AIM AND GOAL 
OF DEMOCRACY IN ACTION. ANYONE WHO HAS HAD 
THE GOOD FORTUNE TO ATTEND OUR G.O. MEETINGS 
KNOW THAT DEMOCRACY CAN AND DOES WORK, AND 
IT IS UP TO EACH AND EVERY ONE OF US TO PASS 
IT ON INTO THE FUTURE (21, 1964, pp. 161-62).
In the area of staff personnel, Dr. Clarke opened and 
closed a faculty meeting according to the faculty confer­
ence minutes (21, 1964, pp. 62-65). The closest Clarke 
got to becoming personal was in a negative context when he 
wrote a mild reprimand to Sylvia Barrett, the central 
character and a first-year English teacher, regarding her 
apparent laxity in proctoring midterm examinations. This 
reprimand, however, was obviously at the insistence of 
Mr. McHabe, the administrative assistant and real head of 
the school.
Dr. Clarke did not play a role at the school except
as a writer of meaningless memos. As Sylvia wrote:
I don't think he is aware of anything that is 
going on in his school. All I know about him is 
that he has a carpet in his office and a private 
john on the fourth floor landing. Most of the 
time he secludes himself in one or the other; 
when he does emerge, he is fond of explaining
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that education is derived from "e duco," or 
leading out of. He is also partial to such 
paired pearls as: aims and goals? guide and
inspire? help and encourage? and new horizons 
and broader vistas? they drop from him like so 
many cultured cuff links (21, 1964, pp. 59-60).
His leadership style was a 1,1— low concern for 
people and task. He fit the mold of a bureaucrat at his 
worst. He sent a massive number of circulars with 
instructions that they be kept "on file, in that order"
(21, 1964, p. 18). He was impersonal to the point of near 
non-existence. A teacher commented on this impersonality 
and, also, his false doctorate in the following quote:
Also avoid McHabe— he's in charge of Discipline 
and Supplies. He can't bear to part with a paper 
clip? ask him for a red pencil and he blanches.
Dr. Clarke will avoid you. He's really a Mr. but 
prefers, for reasons of prestige, to be called 
Dr. Do so. He exists mainly as a signature on 
the circulars? sometimes he materializes in assembly 
and makes a speech on "Education For Life"? 
occasionally he conducts important visitors through 
the school. Most of the kids think Grayson is 
principal? he's the distinguished gentlemen with 
the white mane who is "The Custodial Staff" (21,
1964, p. 27).
It was Mr. McHabe who ran the school in Kaufman's 
Up the Down Staircase. He was a negative character, as 
was Dr. Clarke, but McHabe was disliked for his authoritarian 
manner. In fact, he was referred to as Admiral Ass since 
his memos were signed by "JJ McH Adm. Asst."
McHabe was shown as operating in many of the task 
areas. He devised the midterm examination schedule in the 
area of instruction and curriculum development (21, 1964, 
pp. 259-60). He worked in the area of pupil personnel
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disciplining students and signing late passes (21, 1964,
p. 103). He was concerned with community relations. When
a student attempted suicide, he wrote a memo to the
teachers concerning their talking with the police.
An unfortunate incident has occurred. You are 
requested not to discuss it with any police 
officers in the building or any outsiders. We 
must not allow the public image of our school 
to be distorted under stress (21, 1964, p. 235).
He was shown as he related with the staff. For example,
he sent a memo requesting that teachers "plot and hand in
the median percentile curve based on the midterm marks."
If this curve fell below the allotted failures, "the
EFFICACY of the teacher must be questioned. Teachers with
the highest number of passing students are to be
commended" (_21, 1964, p. 267). He took care of the school
plant (21., 1964, p. 38), dealt with transportation (21,
1964, p. 36), and handled supplies in the area of business
management (2JL, 1964, p. 35).
McHabe was, primarily, a manager as opposed to an 
instructional leader. Though more coercive than Dr. 
Clarke's, his exhorbitant number of memos addressed the 
subjects of lockers, exam schedules, faculty meetings, fire 
drills, distribution of books, accident reports, etc. His 
other role was that of disciplinarian as exemplified in the 
following quote:
TO: ALL TEACHERS
CALVIN COOLIDGE IS WAGING AN ALL-OUT CAMPAIGN 
AGAINST LATENESS AND SMOKING IN LAVATORIES.
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SEND LEGITIMATE LATENESSES TO LATENESS COORDINATOR,
ROOM 201. IF EXCUSE IS INVALID OR SUSPECT, SEND 
OFFENDERS TO ME, ROOM 211. PLEASE READ TO YOUR 
STUDENTS THE ENCLOSED LIST OF INFRACTIONS AND 
PENALTIES TO INSTILL IN THEM A SENSE OF CIVIC 
RESPONSIBILITY AND PUNCTUALITY.
POST IN PROMINENT PLACE IN HOMEROOM:
A STUDENT WHO IS LATE 
MAY FAIL TO GRAD-U-ATE
James J. McHabe 
Adm. Asst.
(21, 1964, p. 21)
McHabe's leadership style would be characterized as 
a 9,1— a high concern for task and low concern for people.
He saw his job as one of giving orders and expecting others 
to comply. His reliance on rules, memos, and files and his 
impersonal relationship with others would make his person­
ality fit the organizational theory of bureaucracy. His 
power was consistently coercive.
A Jest of God by Margaret Laurence depicted a small 
town elementary school principal. The narrator, Rachael 
Cameron who was a second-grade teacher on her way to 
becoming a spinster, saw Willard Siddley, the principal, as 
negative; he made her nervous and she was fearful of him. 
Yet, as she observed, she often imagined things. As with 
several other novels studied, particularly The Centaur and 
The Catcher in the Rye, the characters' ability to judge 
others may be questioned.
Willard was described as having a "pompous manner" 
and his "eyes are palled, like the blue dead eyes of the 
frozen whitefish we used to get in the winter" (.24/ 1966,
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p. 10). He was reptilian: "Not snakelike— more a lizard,
sleek, dryskinned, dapper, and his eyes now dartingly quick 
and sly, glinting at me, thinking he knows all about me.
The skin on his hands is speckled, sun-spotted, and small 
hairs sprout even from his knuckles" (24^ , 1966, p. 12).
On a warm afternoon, "his short form hurtles along the 
sidewalk" (2j4, 1966, p. 98).
Willard Siddley was portrayed in the task areas of 
pupil personnel and staff personnel. According to Rachael, 
he seemed to enjoy disciplining students by using the 
strap (2A, 1966, p. 11). In fact, when he spanked a 
student, "he is smiling as thinly as a skull. His eyes 
seem covered with a film of respectable responsibility, 
grave concern, the sadness of duty's necessity, all to con­
ceal the shame— burning of pleasure (24, 1966, p. 32).
In regard to his relationship with the staff, although 
Willard described them as a "team," and he said "the team 
is harmonious," Rachael feared him. He described his tasks, 
generally, as "to sort out day-to-day problems" (2_4, 1966, 
pp. 18 8-89).
Siddley's leadership style would be a 9,1— a high 
concern for task and low concern for people. When dealing 
with a student, he said, "We must not let our emotions get 
the better of us" (24, 1966, p. 32). Additionally, he was 
often called "the boss" (24_, 1966, p. 57). His personality 
fit the scientific management theory of organization. As 
Rachael said of him:
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I know I must not stand up now, not until 
he's gone. I am exceptionally tall for a woman, 
and that Willard is shorter than I. He arranges 
it whenever possible so that when we are talking 
either he is seated or I am, and there is no 
comparison. He hates to be considered a short 
man. He makes up for what may seem to him his 
stunted stature by being six hundred times more 
brisk than anyone needs to be. He calls this 
efficiency. He reads books on Time-Motion Study 
and draws charts on how to make your head save 
your heels (24, 1966, p. 10).
He, also, exhibited traits of a bureaucrat in his imperson­
ality. According to Rachael, "I remember his telling me 
once that he had to start wearing glasses when he first 
went to college, and he detested them. That's the only 
personal thing he has ever told me about himself" {2A, 1966, 
p. 54). His power source was, primarily, coercive.
Rachael described her reaction to his power:
His humor. I didn't know I was smiling. If 
I was, it was only out of nervousness. Which is 
ridiculous. I've nothing to be afraid of, with 
him. He has never given a bad report to the 
School Board on my teaching, as far as I know.
I don't know why I should even think he might 
have. I can feel my face paling to the peculiar 
putty color it takes on when I'm thrown a little 
off balance (_24, 1966, p. 10).
Grace Metalious in Peyton Place did not portray the 
character of the principal in the school setting. Rather, 
the reader saw him in his personal life. This view of him, 
however, still allowed for some projections regarding how 
he would behave on the job. Tomas Makris, of Greek ancestry, 
was hired as principal of Peyton Place High School after 
Abner Firth died of a heart attack. Makris was described as 
young and well qualified for the job. He had a master's
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degree from Columbia and left his last job to work in a
Pittsburgh steel mill for more money. He was independent
and self-confident. For example, when board member Leslie
Harrington called him collect regarding the job. Makris did
not accept the charges, saying "If you can't afford to pay
for a long-distance call, you can't afford to hire me"
(30, 1956, p. 95). He persuaded Harrington to raise his
salary by four hundred dollars per year and had him pay the
transportation to Peyton Place. Makris, also, "demanded a
three-room apartment, steam heated, in a decent neighborhood,
and an ironclad contract, not for one year but for three"
(30, 1956, p. 96). Physically, he was described as
handsome, muscular, powerfully built, and sexually attractive.
He was, however, intelligent as well. He had a mind
as analytical as a mathematician's and as curious 
as a philosopher's. It was his curiosity which 
had prompted him to give up teaching for a year 
to go to work in Pittsburgh. He had learned more 
in that one year than he had learned in ten years 
of reading books. He was thirty-six years old and 
totally lacking in regret over the fact that he had 
never stayed in one job long enough to "get ahead," 
as the Pittsburgh secretary had put it. He was 
honest, completely lacking in diplomacy, and the 
victim of a vicious temper which tended to loosen 
a tongue that had learned to speak on the lower 
East side of New York City (_30, 1956, p. 100).
Makris seemed to be a good judge of people and he 
identified two kinds: "Those who manufactured and maintained
tedious, expensive shells, and those who did not" (30^ , 1956, 
p. 177). He perceived that the minister, Reverend 
Fitzgerald maintained a shell and that Constance MacKenzie,
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with whom he was having an affair, maintained a shell.
He was modern and practical in his attitude toward 
teenage sex. In an argument with Constance, he said, "I'm 
not going around advocating fornication on every street 
corner and an illegitimate child in every home, and for 
those reasons I'll admit that I don't think that it is 
'all right.' But since I know that a kid at fifteen or 
sixteen, and oftentimes younger, is physically ready for 
sex, I can't agree that I think Betty and Rodney are 
'abnormal'" (3_0, 1956, p. 217).
When the housekeeper for the MacKenzies hanged 
herself in the bedroom of Allison, Constance's daughter, 
Makris demonstrated his ability to control a situation.
The author wrote, "In the Mackenzie living room, everyone 
was under a sort of tight control and seemed to remain 
under it by the force of Tomas Makri^ will" (.30, 1956, 
p. 239).
Tomas Makris was not portrayed in his task areas as 
principal. Yet, given the personal characteristics 
summarized above, the author portrayed him as an ideal 
leader, one who would have a high concern for both people 
and task. Therefore, his leadership style was assumed to be 
a 9,9. Likewise, his personality would best fit Barnard's 
theory of organizations. Given his qualifications, his 
power source tended to be expert.
The Centaur was John Updike's story which mixed 
ancient mythology and modern reality. The lives of George
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Caldwell, a disillusioned science teacher at Olinger High 
School, and Louis Zimmerman, the principal, were juxtaposed 
against the myth of Chiron and Zeus. George's disillusion­
ment with modern life and his place in it eventually led 
him to suicide with the final thoughts that
the prospect of having again to maneuver among 
Zimmerman and Mrs. Herzog and all that overbear­
ing unfathomable Olinger gang made him giddy, 
sick; how could his father's seed, exploding 
into an infinitude of possibilities, have been 
funnelled into this, this paralyzed patch of 
thankless alien land, these few cryptic faces, 
those certain four walls of Room 204?" (46^ , 1962,
p. 221).
Since the story was filtered through George, it became 
difficult to separate his illusions and paranoia from 
reality, and that problem applied to Zimmerman's portrayal.
Zimmerman was portrayed in the task areas of pupil 
personnel and staff personnel. After George was injured by 
a student in class and left to get the arrow removed, he 
returned to find Zimmerman had taken his class. Zimmerman 
had "tamed" the class "into alphabetical rows of combed, 
frightened children" (46, 1962, p. 29). At that time, 
Zimmerman, also, decided to stay for the remainder of the 
period to make an observation. He displayed no sympathy 
for George's injury.
But Caldwell, frantic to explain, to be absolved, 
bent and lifted his trouser leg, an unhoped-for 
indecency that burst the class into loud hilarity.
And indeed Caldwell had in his heart asked for some 
such response.
Zimmerman understood this. He understood every­
thing. Though Caldwell instantly dropped the 
trouser leg and straightened to attention, Zimmerman
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continued to gaze down at his ankle, as if it were 
at an infinite distance from him but his eyes were 
infinitely percipient. "Your socks don't quite 
match," he said. "Is this your explanation?"
The class burst again. Immaculately timing 
himself, Zimmerman waited until he would be 
audible above the last trickling chuckles.
"But George— George— you should not allow your 
commendable concern with grooming to interfere 
with another pedagogic need, punctuality."
Caldwell was so notoriously a poor dresser, 
his clothes were so nakedly shabby, that there 
was rich humor even in this; though doubtless 
many of the laughers had been lost among 
Zimmerman's elegant sarcastic turns.
The principal made a fastidious indicative 
gesture. "Are you carrying a lightning rod? 
Remarkably prudent, on a cloudless winter day."
Caldwell groped and felt behind him the cold 
sleek arrow-shaft jutting from his pocket. He 
took it out and offered it to Zimmerman while he 
struggled to find the first words of his story, 
a story that, once known, would make Zimmerman 
embrace him for his heroic suffering; tears of 
compassion would fall from that imperious dis­
tended face. "This is it," Caldwell said. "I 
don't know which kid did it— "
Zimmerman disdained from touching the shaft; 
palms lifted in protest, as if the bright stick 
were charged with the athletic prowess that still 
lingered in them. Zimmerman's first fame had 
been as a schoolboy track star. Strong-shouldered, 
lithe-limbed, he had excelled in all tests of 
speed and strength— the discus, dashes, endurance 
runs. "George, I said later," he said. "Please 
teach your class. Since the program of my morning 
has already been interrupted. I'll sit in the 
rear of the class and make this my month's visit. 
Please behave, boys and girls, as if I were not 
present" (4J5, 1962, pp. 30-31).
Caldwell dreaded the visitations and the report 
that would follow. The author described George's fears as 
follows:
Caldwell lived in dread of the supervising 
principal's monthly classroom visitations. The 
brief little typewritten reports that followed 
them, containing a blurred blend of acid detail 
and educational jargon, had the effect, if they 
were good, of exalting Caldwell for days and,
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if they were bad {as they nearly always seemed 
to be; even an ambiguous adjective poisoned the 
cup)/ of depressing him for weeks. Now a visit 
had come, when he was addled, in the wrong, in 
pain, and unprepared (^ 46, 1962, p. 31) .
Zimmerman summarized the visitation in the following
report:
OLINGER PUBLIC SCHOOLS 
Office of the Supervising Principal
1/10/47
TEACHER: G. W. Caldwell
CLASS: 10th grade Gen. Sci., sec. C
PERIOD OF VISITATION: 1/9/57 11:05 am.
The teacher arrived in the classroom twelve minutes 
late. His surprise at finding the supervising 
principal in charge was evident and was remarked 
upon by the class. Ignoring his students, the 
teacher attempted to engage the supervising 
principal in conversation and was refused. The 
students and the teacher then discussed the age 
of the universe, the size of the stars, the origins 
of the earth, and the outline of organic evolution.
No attempt was discernible on the teacher's part 
to avoid offending religious conceptions on the 
students' part. The humanistic values implicit 
in the physical sciences were not elicited. The 
teacher at one point stopped himself from pro­
nouncing the word "hell." Disorder and noise were 
present from the beginning and rose in volume.
The students did not seem well-prepared and the 
teacher consequently resorted to the lecture 
method. A minute before the final bell, he struck 
one boy on the back with a steel rod. Such 
physical procedure of course violates Pennsylvania 
state law and in the event of parental protest 
could result in dismissal.
However, the teacher's knowledge of his subject 
matter seemed good and some of his illustrations 
relating subject matter to his students' everyday 
lives were effective.
Signed,
Louis M. Zimmerman.
(46, 1962, p. 86).
Caldwell perceived Zimmerman as sexually promiscuous, 
but it was difficult to separate George's illusions from
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reality. An obvious example of George's fantasy was when 
he believed Zimmerman had sexual relations with a student 
during the class visitation (^6, 1962, pp. 37-39).
Possibly, though unlikely, it was true that Mrs. Herzog 
"looked loved up" when she came out of Zimmerman's office 
(46, 1962, p. 157). He, also, related a more believable 
story to his son about how it was rumored that Zimmerman 
had an affair with Doc Appleton's wife (46^ , 1962, p. 105). 
George's son, Peter, however, simply described Zimmerman as 
"a slippery old fathead who likes to pat girls" (4^ 6, 1962, 
p. 158).
Peter, whose sense of reality appeared more 
reliable than George's, saw Zimmerman's physical appearance 
as unattractive. "Zimmerman is shorter than Peter but 
taller than Penny. Up close, his head, asymmetric, half- 
bald, and nodding, seems immense. His nose is bulbous, 
his eyes watery"(46, 1962, p. 180).
Zimmerman's dishonesty or desire to make George 
worry was apparent when George discovered that Zimmerman 
had secretly taken a strip of basketball tickets for 
Reverend March's Reformed Sunday School where the principal 
taught older boys.
Zimmerman's leadership style was classified as a 
9,1 style— a high concern for task and low concern for 
people. Additionally, he exhibited traits similar to 
Merton's bureaucratic personality in that his relationships
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with others appeared impersonal. His power was portrayed 
as coercive. For example, Caldwell was constantly in fear 
of being fired by Zimmerman. Such statements as 
"Zimmerman111 have my neck" were common (4j5, 1962, p. 43).
Minor characters. Caroline Wasserman and her boy­
friend Chip worked on a school newspaper in We Interrupt 
This Semester for an Important Bulletin by Ellen Conford, a 
writer of juvenile fiction. These two students wrote an 
article containing false charges against Mr. Fell, the 
district director of the school lunch program, and unsub- 
statiated claims of dishonesty on the part of the cafeteria 
staff. The principal, Mr. Bauer, called the entire news­
paper staff into his office. By the time Carrie reached 
his office, she was "perspiring profusely." Although she 
had not been there before, she had seen students sitting on 
the office bench "looking either sullen or terrified, 
waiting to be summoned into Mr. Bauer's presence" (1_, 1979, 
p. 139). Mr. Bauer was furious about the article. He 
"pounded on the desk!1? his voice got louder and louder as 
he talked until he was "gripping the edges of his desk and 
practically screaming" (1_, 1979, p. 142). He told them to 
collect every newspaper and to print a retraction.
They talked about a retraction, which Chip 
would write and which would be mimeographed and 
distributed tomorrow. Mr. Bauer lectured me on 
electronic eavesdropping, invasion of privacy, 
and general sneakiness. He lectured both of us on 
responsible journalism, getting your facts 
straight, and the difference between freedom of 
speech and license to libel.
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On and on it went, until I finally realized 
that this was all Mr. Bauer was going to do to me.
I suspect that the reason nothing worse than a 
stern talking-to was my punishment wasn't because 
I was Dr. Wasserman's little girl, but because 
M r . Bauer simply couldn't think of anything 
terrible enough to punish me with (7, 1979, 
p. 149).
Bauer was shown in the areas of pupil and staff 
personnel. As a disciplinarian, he was fair. When Chip 
did not reveal the source of the cafeteria staff dishonesty 
story, instead of forcing Chip or imposing an immediate 
punishmen, he had Mr. Fell investigate the matter. He, 
also, mediated conflicts with the staff when the cafeteria 
workers walked out.
The brief portrayal indicated that Mr. Bauer's 
leadership style was a 9,9 since he effectively combined 
a concern for people and the task. His personality fit 
Barnard’s theory of organizations. Additionally, he was 
depicted using coercive and legitimate power.
The Pistachio Prescription by Paula Danziger was 
another example of juvenile fiction. It was the story of 
Cassie Stephens, a teenage misfit in a family of attractive 
redheads and blonds. In this novel, the principal, Mr. 
Zimmerman, though a minor character, was shown as positive.
He was portrayed in the task area of pupil personnel 
when he met with the students who were running for student 
body offices and explained "the order" for the assembly.
He was, also, shown as a disciplinarian when Mr. Stoddard, 
an English teacher, sent Cassie to Mr. Zimmerman for wearing
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her sunglasses in class and refusing to remove them. At 
first, she feared telling Mr. Zimmerman that she had plucked 
her eyebrows incorrectly.
Of everyone, Mr. Zimmerman's the best. No 
laugh. Just this really strange cough. But no 
laugh.
He looks at me and smiles. "I remember the 
first time my oldest daughter did that. Only she 
also gashed her leg.”
"Me, too."
He laughs.
I begin to feel a little better. Maybe I 
should ask him if he's got any pistachio nuts.
"Cassandra, I'll tell Mr. Stoddard I've given 
you permission to wear sunglasses, and I'll write 
a note to any other teachers who ask you to remove 
them, although I doubt any others will do so."
"You won't tell them why, will you?"
He shakes his head (11), 1978, p. 75) .
Zimmerman's leadership style would be a 9,9. He 
was obviously concerned for people but not at the expense 
of the task. For example, when Cassie asked to be trans­
ferred from Mr. Stoddard's homeroom, Zimmerman would not 
take her out. When she went to him as freshman class 
president to ask for an "Awareness of Physical Fitness Day" 
so that the class could spend the entire day on roller 
skates, instead of approval or an unexplained "No," the 
principal helped her to see the problem.
"Cassandra, do you think that that's the best 
way to handle the situation? Do you think there's 
a better way? I think the first part of the idea 
is excellent. Physical fitness is essential to 
the whole person. I could use more knowledge 
about it. I just don't want the roller skates.
And if being dangerous were not enough reason to 
veto it, can you imagine what our floors would 
look like?"
I sit there quietly and feel like squirming.
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He continues, "Now, I'm sure that it would be 
pretty funny seeing some of us on roller skates.
I bet you can think of several people you'd like 
to see, shall we say, not on their feet. But do 
you understand my reasoning?" (3.0, 1978, pp.
131-32) .
Zimmerman's personality was aligned with Barnard's theory 
of the importance of both the formal and informal aspects 
of an organization. His power stemmed from coercive and 
expert sources.
Granville Hicks' There Was a Man in Our Town was 
the story of Bert Shattuck's mandatory annual return to his 
hometown, Colchester. The Shattuck family was important 
here; and upon Bert's arrival, the town was in the midst of 
heated local elections. Change, however gradual, was 
imminent as represented by the arrival of a new local 
citizen and ex-college president Ellery Hodder, who 
represented a more liberal political view than did most of 
the town; Hodder was a New Dealer.
The principal was a minor character who entered the 
action at a P.T.A. meeting. Dorothy Lieber, the new P.T.A. 
president, disliked Mr. Alexander Hudson, the principal, 
because he "had not recommended an increase in salary for 
her husband, and Hudson had been carrying on a seven years' 
war against the district superintendent" (ljB, 1952, p. 194). 
Mr. Hudson, referred to as "old owl-puss," was to introduce 
Ellery Hodder who was to speak on adult classes in art 
appreciation. Hudson was described in rather uncomplimentary 
terms as follows:
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After commenting an unnecessary length and with 
preternatural solemnity on the exhibitions in the 
various rooms, the principal cleared his throat, 
swallowed twice, and got started on an introduc­
tion to which he had obviously devoted considerable 
thought. In the course of paying tribute to Dr.
Hodder's erudition he indicated that his own 
educational achievements were not negligible, but 
he had done a thorough job of research, and I 
discovered that Ellery had had even more honors 
and distinctions than I had supposed. Finally 
Hudson's thin, astringent voice fell into the 
rhythm of a well-rehearsed peroration and he gave 
us the speaker of the evening (1J3, 1952, p. ).
Following Mr. Hodder's talk that ended with a mistaken
comment which was taken politically and which Link Curtis,
a troublemaker, took exception with, the principal was
helpless, "worried and unsure of himself" in his inability
to control Link. It became evident that Hudson was
ineffective.
This brief portrayal revealed that Hudson performed 
in the areas of staff personnel, community school leadership, 
and organization and structure. Based on this scene, his 
leadership style appeared to be a 1,1— low concern for task 
and people. The only power situation involved the with­
holding of a salary increase, an act which represented 
coercive power.
The juvenile novel The Mark of Conte by Sonia Levitin 
was the story of Conte Mark, alias Mark Conte, who, because 
of computer errors in his name, devised a scheme for doubling 
his class load and graduating early. It was his fight 
against bureaucracy and computer scheduling in the school 
system. The principal, Mr. Granberg, was portrayed as a
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dupe. He was described in the task areas of instruction 
and curriculum development, pupil personnel, and staff 
personnel. When students arranged for the regular math 
teacher to take a needed vacation, a mannequin was put in 
her place and a student taught the class. Mr. Granberg 
told Miss Finkley, the secretary, how attractive the new 
substitute was (2J5, 1976, p. 121) . When the freshman 
algebra placement test results came in, Mr. Granberg 
attributed the results, the highest in Vista Mar High's 
history, to Miss Valasquez, the mannequin substitute, who 
"had evidently given special, personal help to several of 
the students" (_26, 1976, p. 156). He sent Miss Valasquez 
a long, formal letter congratulating her on her achieve­
ment and inviting her to give a speech on "Cultivating end 
Harvesting the Seeds of Learning" at the next faculty 
meeting (_26, 1976, p. 157). Granberg gave his approval to 
Conte to set up his pyramid and conduct his experiments 
at Katz Beach (26 ,^ 1976, p. 144). Additionally, the 
principal was shown as "dignified and handsome in cap and 
gown" at the graduation ceremony (26, 1976, p. 219).
Granberg was depicted as using reward power, and 
the story implied that his leadership style was a 5,5. 
Though the school was a bureaucratic structure, dehumanized 
by an abundance of rules and reliant upon computerization, 
Granberg seemed to balance this aspect with a modicum of 
concern for people. The organizational theory practiced at 
Vista Mar High School, though, would be bureaucracy.
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In this same novel, the vice principal was another 
character duped by Mark. When Mark got an excessive 
number of students to sign up for Early Bird fencing to 
help complete his scheme, "school officials were astounded" 
and the vice-principal immediately prepared a report for 
the school board" (26^ 1976, p. 44). The vice principal 
was portrayed in the area of instruction and curriculum 
development and as a typical bureaucrat.
The school board requested additional funds 
from Washington. One member urged that the dis­
trict consider letting all students start their 
day at seven, since this particular generation 
of students was apparently starved for learning.
Within a few months, the Early Bird fencing 
class at Vista Mar High was to become a model 
for other programs. It was written up in 
educational journals. Student teachers were 
sent to observe. . . . (2_6, 1976, pp. 44-45).
Wonderland by Joyce Carol Oates was the story of a 
boy who was the sole family survivor of an incident wherein 
his father killed the other family members and, then, 
himself. The novel dealt with the psychological effects on 
the boy as he matured and became a physician.
A principal, Mr. Fuller, played a very small role 
in the action prior to the family tragedy. Though the 
principal's character was neutral, Jesse seemed wary and 
somewhat frightened of him. Fuller was described as "grave 
and suspicious" as Jesse asked to leave an assembly because 
he was ill. When Jesse did not return to the assembly, Mr. 
Fuller went to look for him in the lavatory; and when Jesse
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told Fuller he "had to throw up," Fuller allowed him to 
leave school (32, 1971, pp. 16-32). The author portrayed 
Fuller only in the task area of pupil personnel, and his 
description made it appear that he had a reputation, at 
times, as a disciplinarian.
Mr. Spivey in Good Morning, Miss Dove by Frances 
Gray Patton was depicted as a buffoon. When Miss Dove was 
ill in the hospital, he called a special assembly and told 
the students, "Our quarterback has been injured in scrimmage, 
and I'm going to sub for her. I want to call the same plays 
she would call." The children laughed at the thought of his 
teaching. "The vision of Mr. Spivey with his bald, glitter­
ing head, his big Adam's apple, and his toothy grin sitting 
at Miss Dove's desk struck the student body as irresistibly 
comical" (3_4, 1954, pp. 121-26) .
The task areas in which Mr. Spivey performed were 
instruction, pupil personnel, and staff personnel. His 
leadership style was a 1,9— a low concern for task and high 
concern for people— , and the human relations theory was 
particularly suited to his personality. As Mr. Spivey said 
to another teacher about Miss Dove, "'I still don't approve 
of her didactic methods,' said Mr. Spivey. 'I believe in 
being pals with children. In classroom democracy'" (34,
1954, p. 125).
Another principal was remembered by Miss Dove as she 
lay in her hospital bed. She remembered that Alexander 
Burnham, now a pastor, threw a ball through the principal's
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window. She described this principal as one who liked "to 
impose discipline in a delayed and pompous way" and as "a 
man of coarser grain than Mr. Spivey". He was described as 
giving Alexander a "menacing look" and giving vent to a 
"cynical laugh" (3>4, 1954, pp. 189-91). This principal's 
portrayal revealed a 9,1 leadership style and the use of 
coercive power.
The principal, Mr. Ek, in William Saroyan's The 
Human Comedy was of minor significance to the story. The 
novel related the story of the McCauley family in Ithaca 
during World War II. The novel celebrated life as Homer 
McCauley matured, worked at the telegraph office, and came 
to grips with the deaths of the telegraph operator and his 
brother who had been fighting in the war. Mr. Ek was the 
principal of Ithaca High School, a small school, and appeared 
to be rather innocuous and ready to rely on the wisdom of 
Miss Hicks, a teacher who was almost an institution in 
Ithaca.
Mr. Ek was portrayed in the task areas of staff and 
pupil personnel. For example, on one occasion when Miss 
Hicks disciplined Homer and another student, Hubert Ackley, 
by making them stay after school when they were to be 
running in a track meet, the coach desperately wanted Hubert 
to be allowed to run. He appealed to the principal.
"Miss Hicks," the principal of Ithaca High 
School said to the coach of Ithaca High School,
"is the oldest and by far the best teacher we 
have ever had at this school. She was my teacher
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when I attended Ithaca High School and she was 
your teacher, too, Mr. Byfield. I'm afraid I 
wouldn't care to go over her head about punishing 
a couple of unruly boys" (42, 1943, pp. 67-68).
Later, when Coach Byfield saw that Homer, whom he did not
like, was about to win a race, he ran onto the track in
front of Homer and was knocked down. Hubert Ackley had
everyone stop in place before beginning the race again.
Homer and Hubert finished in a tie, but the coach tried to
punish Homer. Again, he ended up in an argument with Miss
Hicks. Another student, Joe Terranova, defended Homer, but
Mr. Byfield called him a "wop" and pushed him to the ground.
Homer and Joe, then, both jumped on the coach. At this
time, the principal arrived. Miss Hicks stated that Byfield
must apologize to Joe, and the principal supported that
demand. Mr. Ek said, "This is America, and the only
foreigners here are those who forget that this ijs America."
He, then, "commanded" Mr. Byfield, who was still on the
ground, to apologize (4_2, 1943, pp. 78-79).
Mr. Ek's personality typified the human relations 
theory of organizations. Also, his leadership style, from 
the brief portrayal, seemed to be a 5,5. He was depicted 
using both legitimate and coercive power.
In Cress Delahanty by Jessamyn West, Mr. DuMont was 
"the vice-principal in charge of student activities. He has 
premature gray hair, a beautiful tan, and sings 'On the Road 
to Mandalay'" so that one could "feel the waves rising and 
falling" (49., 1945, p. 99) . He was a neutral character who
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was portrayed only in the task area of pupil personnel when 
he conducted an assembly.
Absentee characters. The novel Handbook of Rules 
and Regulations by Ellen Conford, a writer of juvenile 
fiction, told the story of Julie Howe's sophomore year at 
Alfred G. Graebner Memorial High School (AFFMHS). The novel 
touched on scheduling, the creative writing magazine, the 
study of human sexuality, discussion groups on female 
equality, campaigns for class office, and a teacher's strike. 
The principal was mentioned only twice. Once during the 
teachers' strike when there were fistfights in the halls 
and the school was shorthanded, "the principal took to the 
airwaves (the PA system) to restore calm" and "to give up"
(j5, 1976, p. 122). Following that day, the reader was 
indirectly made aware that the principal had told everyone 
to stay home (§_, 1976 , pp. 132-33). This absentee character 
was portrayed in the task areas of staff and pupil personnel 
as he acted the role of conflict mediator.
Three students became involved in blackmailing their 
English teacher in Letter Perfect by Charles P. Crawford, 
another author of juvenile novels. The principal was an 
absentee character, but three task areas became apparent.
The principal's task in staff personnel and his ability to 
use coercive power were noted by a student who discovered 
through a letter that Mr. Patterson, the English teacher, 
was a homosexual. The student remarked, "He wouldn't be 
here if the principal knew" (9 , 1977, p. 75). Also, a
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principal's tasks in areas of instruction and community 
relations were noted when one of the three students wrote 
a bogus letter to a teacher concerning obscenities in The 
Miller's Tale and said that copies would be sent to the 
principal. The letter was supposedly signed by a parent 
(9, 1977, pp. 165-66).
In Letter Perfect when Chad Winston refused to 
continue blackmailing Mr. Patterson, Toad and B.J., the 
other two blackmailers, set him up. Mr. Boughman, the 
assistant principal in charge of discipline, was shown in 
the task area of pupil personnel when he found Chad at his 
locker with "three poorly rolled, homemade cigarettes."
Mr. Boughman raised his voice and was described as "big on 
Gestapo tactics" (j), 1977, pp. 150-53). Boughman was, also, 
portrayed in the task area of staff personnel when he found 
Mr. Patterson's class in the commons. He headed for the 
third floor and Mr. Patterson (9, 1977, p. 32).
Mr. Boughman's leadership style, from these brief 
scenes, was characterized as a 9,1— a high concern for task. 
The only power he was observed employing was coercive.
The juvenile novel Killing Mr. Griffin by Lois 
Duncan was the story of a plot to frighten a repressive, 
authoritarian English teacher, a plot which turned to tragedy 
when he died. The principal of Del Norte High School in 
Albuquerque, New Mexico, was an absentee character whose 
only portrayed role was that of conflict mediator in the 
task area of pupil and staff personnel. When Mr. Griffin
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failed Mark, a student, the year before for cheating, Mark 
had appealed to the principal who supported the teacher’s 
decision (12^ , 1978, p. 19) .
Sincerely, Willis Wayde by John P. Marquand was 
the story of Willis Wayde's rise to success and wealth.
The novel traced his rise in business but his loss of 
values. In Clyde where he gained his success at the 
Harcourt Mills, he was remembered, though inaccurately, by 
many townspeople. One of those townspeople was the 
principal, Mr. Bertram Lewis, now age eighty and retired.
It was obvious that Lewis had a reputation as a disciplinar­
ian since his nickname was "Gumshoe Lewis." A classmate of 
Wayde's, Steve Decker, recalled Lewis' use of coercieve 
power when he remembered that he and Willis had "studied 
plane geometry and Latin together, taught by old Gumshoe 
Lewis, and old Gumshoe was always bawling Willis out because 
Willis was pretty slow" (2J3, 1954, p.45 ). Thus, the author 
portrayed Lewis in the task areas of pupil personnel and 
instruction. Lewis was one of a few teaching principals 
in the selected novels.
The principal in The Blackboard Cavalier by John 
Morrissey was similar to Dr. Clarke in Up the Down 
Staircase; he was virtually non-existent. Dr. Norman 
Shefin appeared as a voice over the intercom.
In the midst of the clerical duties, the 
announcements, the collections, and the urgent 
summonses came the voice from beyond: a cheery
hello from the principal, Dr. Norman Shefin, who 
then led the students in the pledge to the flag
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and followed with a few lines of verse of the 
type found in The Hardware Dealers' Monthly 
or Bowling News. Ernie had not given much 
thought to the subject of the tone proper to 
disembodied voices, but if pressed, he would 
have come out against cheerfulness. On the 
one occasion when Ernie had heard Shefin read 
a poem written by a fully accredited poet 
(poetess, really, since it was Edna St. Vincent 
Millay), Shefin had managed to garble the last 
line, rendering himself, Miss Millay, and the 
cause of English literature in Glen Park High 
School ridiculous. If was said that Shefin had 
been a gym teacher before beginning his ascent 
into the upper strata of the educational world, 
and Ernie believed it. The man certainly read 
poetry like a gym teacher.
Another, and far more exotic, possibility that 
had occurred to Ernie was that Dr. Norman Shefin 
did not exist, and that his lines were read by an 
anonymous derelict who stumbled into the office 
every morning and was given fifty cents and a piece 
of stale Danish pastry to read the day's message.
If someone had told Ernie this, he would have 
believed it. He had never seen Shefin, and had no 
proof of his existence aside from the daily bray 
from the bitch box. Perhaps Shefin was as unreal 
as the Wizard of Oz; perhaps he was really Frank 
Morgan. It was something to think about. But 
not during Home Room period.
The students were not connoisseurs of the 
spoken word, but they knew a pretentious ass when 
they heard one. Shefin1s cheery "Good morning, 
boys and girls of Glen Park High School! Good 
morning, teachers! Welcome to another day of 
learning adventure!" was invariably greeted with a 
muttered counterpoint of scurrility and snickering 
from the back of the room. Professional ethics 
demanded that Ernie frown on the perpetrators, but 
in his heart of hearts he was with them to the 
end (31, 1966, pp. 30-31).
The only other reference to Shefin in the novel was the
indirect statement that his speeches at faculty meetings
were useless and unclear. Two teachers discussed whether
he "blithers" or "gibbers" (_31, 1966, p. 38).
Another absentee principal was described by a teacher 
in the faculty lounge. He said, "You think that was a tough
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school? Hah! You should have been at Thomas A. Edison 
when Mulvehill was principal, back in '36. He ran that 
damn' school like Marine boot camp" (_31, 1966, p. 34).
The above excerpts indicated that Shefin had a 1,1 
leadership style and was a bureaucrat. Mulvehill apparently 
represented a 9,1 leadership style.
Morrissey, also, depicted an assistant principal,
M. J. Grimm, in The Blackboard Cavalier. Miss Grimm was 
known as "the Iron Maiden." She was officially in charge of 
student discipline, but Shefin's inaccessibility had given 
her wider authority. Ernie Quinn, the central character who 
played a Walter Mitty-like role, viewed her in the following 
excerpt:
As assistant principal. Miss Grimm was in 
charge of discipline. In most schools, this would 
mean that Miss Grimm was the arbiter of student 
conduct and no more, but in Glen Park High School, 
thanks to the functional non-existence of Dr.
Normal Shefin, beloved principal, Miss Grimm's area 
of responsibility had been extended— by Miss Grimm—  
to include faculty discipline as well. Her qualifi­
cations for this position were, as Ernie saw them, 
simple and obvious; she had a deep-seated resentment 
of youth, young people, and young ideas and a firm 
conviction that everyone under sixty ought to be put 
in his place and kept there. Even those over sixty 
were expected to watch their step. It was Miss 
Grimm who descended like the Furies on the teacher 
who clocked in a minute late or clocked out a 
minute early; who, if male, dressed too casually 
and if female, too attractively; who turned in a 
day late one of the myriad forms issued in shrill 
urgency by some pettifogging minion; or who dared 
miss a faculty meeting. This last infraction was 
a capital crime in Miss Grimm's small, piercing 
eyes; it smacked of insubordination, insolence, 
disloyalty, dereliction of duty, insurrection, 
inciting to riot, anarchy, and general snottiness, 
and was treated fittingly. The offender was
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brusquely summoned to her office, made to wait 
interminably on the ugly, uncomfortable benches, 
subjected to a fifteen-minute barrage of sarcasm, 
innuendo, and humiliation, and then released, with 
the promise that this incident would appear on his 
records and haunt him to his dying day. There was 
no excuse short of death— preferably painful and 
lingering--that could satisfy Miss Grimm (31,
1966, pp. 46-47).
When Ernie was called to her office because he had missed
a mandatory faculty meeting, he perceived her office as
a reflection of her role as disciplinarian and as a
reflection of her authoritarian personality.
Miss Grimm's office was designed to demoralize 
all who entered, distilling them to a tepid jelly 
of guilt and insecurity. It combined the worst 
features of a dentist's waiting room, an induction 
center, a bus station late at night and a strange 
bar in a bad neighborhood. The ceiling was high, 
the walls were bare, the floor creaked, the lights 
glared, and by some strange quirk of acoustics 
every sound from the dutiful pattering of a type­
writer to the rumble-and-thud of a file cabinet 
drawer was turned into a grating rasp that set the 
nerves to jangling. The furniture might have been 
repossessed from the loan department of a small, 
resentful bank located in the heart of the Dust 
Bowl. A long, agonizing bench, all right angles 
and sharp endges, flanked each side of the entrance. 
Straight ahead of the doorway on which they stood 
guard was a wooden rail with a creaking gate,
guarded by a succession of old women who had sworn
to model themselves on Horatio and imitate, at 
their tiny and insignificant post, his brave deed 
the bridge. And beyond the battered and many- 
splintered desk that served as their sentry box 
lay judgment, in the person of Miss Grimm (31,
1966, pp. 45-46) .
Miss Grimm's negative character abated somewhat when 
Ernie submitted his resignation following an incident wherein 
he struck a rude student, a student who was deliberately
persuaded by the department chairman to provoke Ernie. Miss
Grimm was sympathetic, possibly because she disliked
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Mikropoulous, the chairman; and at this time, she described 
Ernie as a "promising young man" (31, 1966, p. 171). 
Additionally, she disliked the rude student's father who 
had written her some "pretty nasty letters" (3]., 1966, 
p. 172).
Miss Grimm was portrayed as exhibiting a 9,1 
leadership style and as employing coercive power. Her 
personality revealed that she was a bureaucrat since she 
was, generally, impersonal and stressed rules.
In A Stone for Danny Fisher by Harold Robbins,
Danny Fisher and another student, Paul, got into a fight 
while playing volleyball in a physical education class. 
Gottkin, a P.E. teacher, and a substitute teacher got out 
the gloves for the boys who refused to break up the fight. 
They locked the gym doors and laughed. Danny figured that 
if "the principal came in, there would be hell to pay"
(38, 1951, p. 35). Later, as Gottkin was driving Danny 
home, he expressed his fear of the principal discovering 
the fight. "'You can't keep quiet in that place,' Gottkin 
grumbled. 'If the old man gets wind of it, I'm sunk'"
(38, 1951, p. 40). Again, a principal was portrayed as a 
disciplinarian in the task areas of staff and pupil personnel. 
The principal's power would be coercive.
In Rich Man, Poor Man by Irwin Shaw, the role of the 
principal as disciplinarian and as an employer of coercive 
power was again made obvious. After Rudy Jordache had drawn
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a suggestive picture of his French teacher, she demanded 
to meet with his father. The meeting was unsuccessful, 
and she closed by saying, "I will say good day to you and 
take the matter up elsewhere, where the gravity of the 
situation will be appreciated. The office of the principal" 
(44, 1969, p. 66). (Refer to Table 1 on pages 188 to 198 for 
a summary of the character analysis.)
Private School Administrators
Central characters. The Rector of Justin by Louis 
Auchincloss was narrated by Brian Aspinwall who began his 
journal September 10, 1939, upon his arrival at age twenty- 
seven to Justin Martyr, a boy's Episcopal boarding school 
with an enrollment of 450 boys. Frances Prescott, Doctor 
of Divinity, was the headmaster and founder. The novel was 
a relativistic record of various views toward Prescott as 
collected by Brian in an attempt to separate the man from 
the legend. The views included Brian's own, other staff 
members', Prescott's wife's, graduates', Mr. Ives',
Prescott's friend Havistock's, David Griscam's (a successful 
businessman, ex-student, and trustee), Prescott's daughter 
Cordelia's, Charlie Strong's (an ex-student, writer, and 
Cordelia's one-time lover), Jules Griscam's (David's son), 
and others'.
Dr. Prescott was depicted at numerous tasks. He 
performed his administrative duties in the area of pupil 
personnel at such events as football games (2^, 1964,
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pp. 5-6). He was shown in the area of instruction and 
curriculum development. For example, he brought tennis to 
Justin Martyr even though he did not feel it was rugged 
enough for the boys (2, 1964, p. 118), and he kept ancient 
languages strong at Justin. For example, according to 
Aspinwall:
The next morning, when I again presented myself, 
he handed me a belligerent letter from a graduate 
asking how many courses the school gave in "dead 
languages."
"They're always trying to brand me as a classi­
cist," he grumbled. "Actually, despite my own 
fondness for Greek poetry, there's less emphasis 
on the ancient tongues in Justin than in most of 
the other schools. The older I get the more I 
realize that the only thing a teacher has to go on 
is that rare spark in a boy's eye. And when you 
see that, Brian, you're an ass if you worry where 
it comes from. Whether it's an ode of Horace or 
an Icelandic saga or something that goes bang in a 
laboratory" (2 , 1964, pp. 39-40).
He, also, taught classes (2, 1964, pp. 114-17). He operated
in the area of community school leadership receiving letters
from alumni who "continue to love him or hate him as if
they were still in school" (2^ , 1964, p. 40). He observed
the faculty in their classes. He was shown in the area of
organization and structure as he dealt with the school's
trustees. He was, also, described by Griscam as "a remarkable,
indeed an indispensable fund raiser" (2 , 1964, p. 148). Other
tasks were described in a summary of Prescott's daily
schedule:
His schedule is phenomenal for a man of eighty.
He rises at six, in the tradition of the great 
Victorians, and reads for an hour before breakfast.
He claims that a mind continually soaked in small 
school matters needs this daily airing to preserve
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any freshness. He reads speedily and broadly, with 
an emphasis on philosophy and history, and although 
he keeps abreast of modern fiction, he is happiest 
with the Greek poets. He then officiates at 
morning chapel, presides over assembly and spends 
a busy morning in his office at the Schoolhouse.
Lunch at the head table is followed by a half 
hour of faculty coffee, known as the "time for 
favors," when he is at his most easy and affable.
The afternoon is devoted to the physical inspection 
of his plant, and in the course of a week he visits 
every part of the school grounds, some of them many 
times over: the playing fields, the infirmary, the 
gymnasium, the locker rooms, the dormitories, even 
the cellars and lavatories. Dinner is at home, 
with guests, usually visiting graduates, but after 
the meal he retires to his study for two more hours 
of paper work and conferences with boys. At ten 
o'clock he has a couple of strong whiskeys and the 
day is over. During prohibition he gave these up, 
and he tells me that it was a sore denial (2,
1964, p. 41).
His roles were varied, also. As depicted in the quote 
above, he was a manager and an instructional leader. He was, 
however, a stern disciplinarian. For example, having dis­
covered that Aspinwall's discipline was lax, Prescott told 
him to "give out twelve black marks before the end of next 
week" (2!, 1964, p. 27) . When Aspinwall had meted out this 
punishment, Prescott doubled the marks himself telling the 
boys of Aspinwall's "notorious leniency" and of the head­
master's prerogative to bring "punishments in line with 
those more generally meted out" (2 , 1964, p. 28). David 
Griscam showed Prescott in a negative light in his disci­
plinarian role when the headmaster expelled the wrong boy 
for cheating (2 , 1964, pp. 150-64). When Griscam asked 
Harriet, Prescott's wife, about the mistake in discipline, 
she replied, "I suspect that he didn't really face it. In
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fact, I wonder if he didn't turn his back on it." She 
added that "every man has his moments of evasion. He 
wouldn't be human if he didn't" (2 , 1964, p. 164) . Jules 
Griscam presented the most negative portrait of Prescott 
as a disciplinarian. The headmaster approved of hazing 
(2, 1964, p. 248); he made Jules destroy his own hut by a 
river bank because, according to Jules, Prescott thought 
"that boys went to the woods only to smoke or drink or 
masturbate" (2, 1964, p. 249); and, finally, he expelled 
Jules and his friends. Jules with the knowledge, though 
not full agreement, of his friends had locked Prescott in 
his office before the midday announcements. Even though 
Jules exonerated his friends, Prescott expelled them all. 
The implication was that Prescott wished to get revenge 
on Jules in the fullest manner (2 , 1964, pp. 256-63).
The headmaster of Justin Martyr was physically 
described by Aspinwall as follows:
My pen is a poor substitute for the camera to 
describe a man so magnificently photogenic and so 
often photographed. He is short for one that 
dominating about five feet six, which is accentu­
ated by the great round shoulders, the bull neck, 
the noble square head, the thick shock of stiff, 
wavy grey hair. I wonder if he is not a bit vain 
about his hair, for they say he never wears a hat—  
even in seasons when it is required of the boys.
This afternoon he had on a blue opera cape with a 
velvet collar fastened by a chain, and he carried 
a black ebony walking stick, a combination that 
might have seemed theatrical had it not been so 
exactly right for him.
His face is remarkably clear for his years, 
except for deep lines at the corners of his mouth; 
he has a wide pale brow, thick bushy eyebrows, a 
straight nose with an almost imperceptible hook
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at the end, and large eyes, far apart, of a dark 
brown streaked with yellow. Mr. Anders says that 
his critics claim that he looks too much like a 
great man to be one (2 , 1964, pp. 4-5).
Thus, though Prescott was highly respected, a 
legend, he was a man with "conflicts in his nature" (2,
1964, p. 43). He was described by his old friend Horace 
Havistock as a Frankenstein.
But I had little to show for my years of 
loneliness but my daydreams and fantasies, and 
he had the whole complicated structure of his 
school, created in his mind over the adolescent 
years, course by course, master by master, build­
ing by building. No wonder he had been a silent 
and moody boy. Like Frankenstein, he had been 
locked away in a mental laboratory, creating 
his monster (2, 1964, p. 76).
He was described in Freudian and Jungian terms by his
daughter Cordelia as competing with her for her men. She
suggested that he had homosexual tendencies in the following
quote:
Seeing she had at last made me angry, she smiled 
and proceeded to wax philosophic. "I'll tell you 
my theory about Pa. Actually, it's not Freudian, 
it's Jungian. I believe that Pa is an archaic type.
A throwback to the ancient Greeks. He has always 
looked down on women. You have to have been his 
daughter to know how much. They don't really exist 
for him, except to satisfy a man's physical needs, 
bear his children and keep his house. Hence beauty 
in women is not essential, any more than it is 
essential to animals. Sex is divorced from love.
Only men are worthy of love, platonic love, and 
this love among men is stimulated by beauty of
mind, beauty of soul, even beauty of body. Do you
see?" (2, 1964, pp. 175-76).
She, also, described her father as creating a "monster"
(2, 1964, p. 201). Lear images were associated with
Prescott in this novel. As was Lear, Prescott was often
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satisfied with the image and did not probe for the 
truth.
Seeing Dr. Prescott the man and not the legend 
was difficult. Afterall, his critics were only human with 
human failings, also. In many ways, Prescott was a 
romantic in a realistic world; and when the two worlds 
collided, the results were disastrous. ASpinwall tried to 
capture Prescott's character in the following quote:
The Francis Prescott who was Charley Strong's 
boyhood hero certainly existed, and existed more 
vividly, to my thinking, than the Francis Prescott 
who failed to sympathize with Jules Griscam. I 
say more "vividly" because Charley Strong's vision 
of God coincided, at least at moments, with Dr. 
Prescott's own, and it was this kind of bridge, 
this kind of communication of the ideal, that seems 
to me the only part of the Justin story worth 
memorializing. To tell it otherwise is to record 
a failure, and why do that? Something remarkable 
happened on that campus, and there is no profit in 
dwelling on the unremarkable.
Of course, nobody knows better than I that in 
the end Dr. Prescott deemed himself a failure, but 
a contrary view seemed to be overwhelmingly borne 
out when the great coffin, draped in the school 
colors of red and gold, was carried by the prefects 
from the packed chapel through a double row of 
hundreds of graduates, for whom there had been no 
room inside, all singing at the top of their lungs: 
"The Son of God goes forth to war." Behind came 
the Governor, the Bishop, four senators, eight 
judges and the headmasters of every boys' school 
in New England. Was it simply, as he himself might 
have put it, that the survivors of his organization, 
now that he was dead and harmless, wanted to build 
a bonfire of glory in which they could warm their 
trembling fingers and forget their relief?
I think not. I think the demonstration came 
from the depth of many hearts. For I believe that 
Dr. Prescott's true greatness lay less in his school 
than in his impact on individual boys. I even 
believe that he knew this himself, for he knew 
himself thoroughly, good and bad. He knew his 
capacity to be petty, vain, tyrannical, vindictive
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even cruel. He fully recognized his propensity 
to self-dramatization and his habit of sacrificing 
individuals to the imagined good of his school.
Yet he also saw at all times and with perfect 
clarity that his own peculiar genius was for per­
suading his fellow men that life could be exciting 
and that God wanted them to find it so. And having 
once seen and understood the good that he was thus 
destined to accomplish, how could he ever stop?
How could he ever, even in moments of doubt, switch 
off his genius and leave his audience before a 
darkened stage? (2, 1964, pp. 340-41).
Unfortunately, the reader was still left with a description
of the legend, a description which was overall positive.
The portrayal of the man, however, was more negative.
His leadership style was task oriented, a 9,1; and 
he expected his orders to be followed without question.
As Griscam said, "Frank doesn't like to face the fact that 
it takes diplomats as well as soldiers to win wars. Even 
holy wars. Talleyrands as well as Napoleans" (2, 1964, 
p. 126). He was a bureaucrat in that he could "check the 
least familiarity" (2^, 1964, p. 132) and believed in rules, 
strictly adhered to. He even said, "I've always said that 
if a headmaster's vocabulary were limited to a single word, 
he might still get by with 'no'" (_2, 1964, p. 120).
Prescott was depicted as he used legitimate, expert, and 
coercive power.
When Prescott retired, he was replaced by Dr.
Duncan Moore, a minor character, who was shown in the task 
areas of instruction, staff personnel, and pupil personnel. 
His role as disciplinarian was illustrated when he punished 
a boy who swore in class by making him wash cars (much to
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the dismay of Prescott who thought the punishment too 
lenient) (_2, 1964, p. 289). Moore asked Aspinwall to 
come to him if he had any teaching problems (2, 1964, 
p. 288). Primarily, Moore, as a new headmaster, was a 
change agent. Latin became optional (2^, 1964, p. 292), 
and Justin Martyr began to educate all types of boys to 
broaden "the base" (2^, 1964, p. 316). Moore blended a con­
cern for people and task to display a 9,9 leadership style. 
His personality fit the human relations theory of organiza­
tions as illustrated by the fact that he saw the school as 
a family. Moore was depicted using coercive, expert, and 
legitimate power.
An absentee headmaster was briefly described by 
Horace Havistock as he related the story of his and 
Prescott's school days. He told of Dr. Howell, their 
headmaster at St. Andrew's, in the fllowing quote:
The faculty lived in a world of their own, as 
remote from the daily problems of the boys as the 
quaint Gothic gingerbread buildings which gave to 
the little campus the air of an English college 
in a puppet show. In this they followed the example 
of the headmaster, Dr. Howell, a tall, spare, 
otherworldly cleric, garbed in rather dirty black, 
who never used any term of address but a vaguely 
benevolent "my dear" and who made no secret of his 
low opinion of boys, or "apes" as he blandly called 
them. He had the iron will of the temperless 
religious fanatic, and he exercised absolute author­
ity over the small areas of school life that broke 
through the icy wall of his spiritual preoccupation.
He cared for our souls and only for our souls; he 
took no interest in games or recreations and used 
to revile the human body as an "unlovely thing."
An uncompromising Episcopalian, he would remind 
boys whose families were known to be friendly with 
Unitarians or Baptists that members of these sects
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would occupy a lower social level in the hereafter, 
and he was said to have fired a boy who came to his 
study to confess that he was suffering from doubts 
as to the apostolic succession.
Yet the extraordinary thing about America in 
the last century was that Dr. Howell was not only 
revered by graduates; he was held in respect and 
awe by the boys. He is a legend in the vastly 
expanded St. Andrew's School of this day, and to 
suggest that he was a bigot and a tyrant would be 
regarded as appalling heresy by a generation which 
knows him only from the great Chase portrait in the 
school dining room, a fabulous study in the El 
Greco manner of zealous faith and asceticism.
I myself looked up to him as a creature happily 
exempted from my own sordid tribulations. I 
admired his detachment from problems that I 
regarded as inevitably, if humiliatingly, my own 
personal doom. Watching him drive his pony cart 
about the campus, so blissfully unaware of the cold, 
the rain, the horrid little boys and all the horrid 
things in their horrid little minds, like a priest 
in the Middle Ages who has had the sense to under­
stand that only by the cassock could he escape the 
armed strife and dominate the armored figures, I 
could almost persuade myself that I, too, might 
one day be a free soul (2 , 1964, pp. 63-64).
Dr. Howell was a buffoon who observed the football game, 
was bewildered and dismayed, and as a result changed the 
rules (2, 1964, p. 72). Since he was depicted as "uncompro­
mising," his leadership style would be a 9,1.
Mr. Ives was the senior master and held a position 
similar to that of an assistant principal. His tasks were 
described in the following excerpt:
In character as well as appearance he seems 
the opposite of Dr. Prescott, which perhaps a good 
executive officer should be; his glory is in 
detail, and he makes no secret of it. To the head­
master is left the field of intangibles: God, a
boy's soul and school spirit; Ives reigns over the 
minutiae of the curriculum and infractions of 
discipline. The boys credit him with second sight 
in such matters; he seems to know by instinct who 
is smoking in the cellar and who has gone canoeing
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on the Lawrence without leave. Yet for all his 
deviousness, for all his biting sarcasms, for all 
his lilting reprimands and snapping fingers, this 
epicene martinet is extremely popular, and to be 
asked to play bridge in his study on a Saturday 
night is deemed the highest social honor that a 
sixth former can attain (2 , 1964, p. 10).
His relationship with Dr. Prescott was characterized as
"that of an executive officer to a ship's captain" (2,
1964, p. 7). Ives' power was illustrated as coercive,
primarily? but he, also, used reward power such as the
time he appointed Aspinwall an assistant to Prescott. As
such, Aspinwall was to help Dr. Prescott with the mail and
correct themes from his sacred studies classes (2 , 1964,
p. 39) .
Major characters. Brother Leon in the juvenile 
novel The Chocolate War by Robert Cormier was the acting 
headmaster of a Catholic secondary school and the person 
likely to be appointed permanently to that position in the 
next year. He was an evil man whose obsession was with an 
annual chocolate sale. This year, however, one student, 
Jerry Renault, refused to sell the chocolate thereby 
incurring the wrath of his schoolmates and Brother Leon.
Brother Leon was characterized in the task area of 
pupil personnel and finance. The reader was made aware 
through Brian, the student who was keeping Brother Leon's 
books for the sale, that Leon was abusing his financial 
power. As Brian revealed to another student:
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"1 overheard Leon talking with Brother Jacques. 
Jacques was trying to back him into a corner. He 
kept mentioning something about Leon abusing his 
power of attorney. That he had overextended the 
school's finances. That was his exact word 
'overextended.' The chocolates came into it.
Something about twenty thousand boxes and Leon 
paying cash in advance" (81, 1974, p. 119).
Leon, also, falsified figures on the sale of chocolates to
make it appear that the sale was going better than it was.
Brother Leon was characterized in the role of 
manager as he organized the sale, but his primary role was 
that of disciplinarian. As such, his methods were perverse. 
When Renault was beaten up by students for not participating 
in the sale, it was obvious that Brother Leon condoned the 
action. "A movement caught Obie's eye. That's when he saw 
the face of Brother Leon. Leon stood at the top of the hill, 
a black coat draped around his shoulders. In the reflection 
of the stadium lights, his face was like a gleaming coin"
(J3, 1974, p. 184). For a man who lived in a religious 
atmosphere, the images which were used to describe him were 
blatantly secular, images such as "gleaming coin."
Leon's leadership style would be described as a 9,1—  
a high concern for task and low concern for people. Such 
statements as "I'm in charge" and his emphasis on rules 
pictured Brother Leon as a bureaucrat. His major source of 
power was coercive although he did use reward power with the 
Vigils, a social group, to encourage them to take action 
against Renault.
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Gilford headmaster Franklyn Hoyt in James Kirkwood's 
Good Times/Bad Times was certainly the most negative charac­
ter in the novels sampled. His evil drove Peter Kilburn, 
son of a down-on-his-luck actor and a senior at Gilford, to 
kill him. Peter narrated the story in written form to his 
lawyer while in prison awaiting trial for the murder of 
Hoyt.
Peter came to Gilford expecting "Goodbye Mr. Chips 
and Greer Garson to be his wife" (22, 1968, p. 62). Such 
was not what he found. In the following excerpt, Mr. Hoyt 
was described as Peter first saw him:
Just then Franklyn Hoyt strode out onto the 
stage from the wings and I had my first look at the 
headmaster. A tall, lean man, he had a walk that 
struck me right off as being unique. He tilted 
forward, springing ahead with each step off the 
balls of his feet. Although I later learned he was 
fifty-one, the walk was extremely youthful, belong­
ing more to a lanky adolescent, except for the 
urgency in it. He radiated energy, hardly ever 
walking as if he were just walking, always as if 
he were going from one specific spot to another 
and without a lot of time to waste. Because of the 
tilt and the springing motion, you always thought 
he was going to overshoot his mark. Like that 
morning, I thought he was going to end up way 
beyond the lectern in the middle of the stage, but 
he had a way of stopping suddenly, and then 
pivoting to face you.
That morning, as he was walking, I also particu­
larly noticed his hands. They were huge and seemed 
to swing independently of his body, even of his arms, 
like they'd been sewed on at the wrists. When he'd 
taken his place behind the lectern he cleared his 
throat and began right away with a prayer. His voice 
was low and almost theatrical in tone; there was a 
sternness about it, a determination that made it 
compelling to listen to. After a few lines, he 
glanced up and paused for a second, checking to see 
if we were all paying attention. . . .
. . . He actually had a handsome face, rugged
and strong, with good coloring. His eyebrows,
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although they were thick and dark, were not shaggy 
but neat and well defined. One focused on them 
first and his eyes. His nose was straight and 
long, good chin, prominent cheekbones, but it was 
his mouth that marred his looks. It was too 
small for his face and his lips were thin. As 
he was singing he moved his head and the right 
side of his face caught the auditorium lights.
It was then I noticed a raised portion, like a 
carbuncle, about the size of a quarter, up over 
to the side of his forehead, close to the hairline.
It had a slightly heightened reddish color, more 
than the rest of his face, although it wasn't 
exactly what you'd call angry-looking. His hair 
was medium length, parted on the left, and brown, 
although any bright light showed up some copper- 
reds in it (22, 1968, pp. 43-44).
The novel revealed the reason Peter killed Mr. Hoyt. 
Slowly, the reader was made aware that Hoyt was a troubled 
man, troubled by repressed homosexuality. When Peter and 
another student, Jordan, became close friends, Hoyt began 
to behave "like a schoolgirl" (2 2, 1968, p. 206); he was 
obviously jealous. When Peter injured his back, Hoyt gave 
him rubdowns which went far beyond necessity (2_2, 1968, 
pp. 218-21). Finally, Hoyt desperately chased after Peter 
following the death of Jordan, a death which Hoyt could 
have prevented.
No one who knew him at school, none of the 
teachers or students will believe this (I hardly 
do), but again he pressed himself down on me, 
only this time he was muttering all sorts of 
filthy things it seems indecent to repeat, now 
that he's dead, but it's the truth. And always 
between trying to hold my head still and making 
those little humming "Hmn? Hmn" sounds. "Did you
stick that _______  of yours up that hermaphrodite's
________ ? Hmn? Hmn?"
Ask me, when I 've used some pretty rough words 
before, why I can't quote him here and I can't tell 
you. I can only say it would make me sick. He 
kept on saying these filthy things and I kept 
fighting him off, clawing at his face and squirming
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and when he couldn't bring his lips down to meet 
mine he suddenly jammed his hand down between my 
legs, at first just grinding his hand down on me 
and then grabbing hold, clutching me, like he 
wanted to rip everything off. And then the sounds 
coming from him were indescribable.
The pain was immediate and intense and gave me 
a burst of strength to get away from him. I 
brought my knees up and kicked and clubbed him 
with my fists and when I'd managed to push him off 
me I kept kicking with my feet, even the bad one.
I inflicted some damage, I know, from the sounds 
he was making.
I felt for the boat hook, grabbed it, got to 
my feet and jumped clear of him out farther on the 
ice. Then I went a little crazy because I took a 
position backed up against part of the rowboat, 
shouting at him that if he came near me I'd kill 
him and then finally just chanting: "I'll kill
you, I'll kill you, I'll kill you!" And he was 
cursing and yelling at me but I didn't want to 
hear him so I screamed even louder, "I'll kill you!
I'll kill you!" and although I couldn't see him I 
knew he'd be getting up from the ice and I began 
slashing the boat hook back and forth in front of 
me every time I shouted.
Even when I felt the ice crack under me and a 
giving sensation I kept on and suddenly I connected 
with him. I must have gotten him in the body, the 
fleshy part, because it was a soft thwumping sound 
and feeling as he cried out and then moaned "Peter—  
no!" But I couldn't stop. I swung again and this 
time there was a hard hollow crack of a sound and 
I knew I'd hit him in the head. A terrible deadly 
blow, so hard my hands and forearms stung from it.
A short howl, sliced in two right at an ungodly 
high shriek that I'll never forget, as he fell 
heavily and the ice cracked and gave (22.' 1968, 
pp. 340-41).
The author did portray Hoyt in several task areas.
He was shown discussing the curriculum with Peter. In fact, 
he taught Latin (22, 1968, p. 49). He was depicted in the 
area of pupil personnel, visiting students in the dining 
room, conferring with Peter when he enrolled, etc. When Hoyt 
dealt with students, however, he made them uncomfortable.
Upon meeting Peter for the first time, he accused him of
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lying about why he was two days late in arriving on campus. 
When Hoyt entered the dining room, "suddenly a hush came 
over it, like someone had turned off the sound" (22,1968 
p. 51). The area of finance was important at Gilford 
especially because the school's enrollment had declined.
I heard that one of the larger private endow­
ments for Gilford was dependent upon the number 
of students attending and that if attendance fell 
below a certain figure— no more money from that 
source. There was also a rumor that the town of 
Saypool, though its growth through the years was 
small, was finally planning to build its own 
public school. If this happened that would knock 
out most of the day students and unless Gilford 
could regain its former position as a grade-A 
prep school, it would be finished.
It was a sick school, crippled and limping 
along with the shadow of death hanging over it.
And Mr. Hoyt was the doctor (22, 1968, p. 72).
Hoyt arranged for bus transportation so that the students 
could attend important tennis matches (2_2, 1968, p. 77) . 
Jordan described Hoyt's relationship with the community when 
he said, "'I'm rich.' Jordan shrugged. 'He knows he's got 
to keep me here this year. My father didn't like my grand­
mother any more than she liked him, but he sure wants me to 
get ahold of that money. I know he's promised Gilford 
something if I graduate from here. The Reverend's hands are 
tied'" (22, 1968, p. 172). Hoyt's job in the area of 
organization and structure consisted of his working with the 
board of trustees as he sought to improve the school's image 
(22, 1968, p. 73).
Hoyt's role as disciplinarian was an important part 
of his characterization. For example, when Peter first
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arrived at Gilford, he was caught imitating Hoyt's walk.
As depicted in the following excerpt, the result when Hoyt 
saw him was disastrous:
X was wrong. He practically charged into the 
room, stopping dead at the sight of me and swaying 
back, rocking back on his heels from his frontward 
tilt. He made a sound, a little snorting sound.
His face was red and the raised spot on his fore­
head was white, drained of all color. I learned 
to watch for this sign of his anger.
He laughed again. "Is that your best jacket, 
that horse blanket? Did you think you could make 
an impression with your best jacket?" I was sur­
prised and, at the same time, angry with myself for 
wearing it. He walked a few steps away from me and 
when I didn't answer he wheeled on me, demanding, 
"Well, did you?"
"We make it a rule not to take theatrical people. 
Did you know that?" I shook my head. "Oh, we've 
had an experience or two— all disastrous. We wouldn't 
have accepted you for a minute, not with your back­
ground, not with a father like yours."
There wasn't time to object, even if I'd had the 
courage, which I didn't, because he kept right on.
I can't be sure of every word but one thing I'm 
certain of— I'm not making it worse than it was.
"We wouldn't have considered a little Hollywood 
snip like you if it hadn't been at the request of 
the father of an alumnus. Added to that, of course, 
more or less a charity case. Gilford has always 
held itself open to a few chartiy cases. We have 
three boys here now on half-tuition, but at least 
they're decent boys, good students, not"— he flung 
an arm out toward me— "a little smart-snot like 
youI Even so," he went on, "we wouldn't have given 
you a second thought, not so much as a nod, if our 
boarding quota hadn't been low this year. You can 
be sure of that." He had a way to emphasize by 
chopping the air sideways with his flattened-out 
hand and he did it then, adding, "However, having 
made a commitment, albeit a risky one, the school 
will not be marred by the character of a single"—  
he broke off, searching for an adjective; not find­
ing one to fit me, he simply said— "student. Rather 
the student will rise to the standards of the school 
and make no doubt of that!" (22, 1968, pp. 59-60).
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Since his acceptance of the position of headmaster 
at Gilford, Hoyt was portrayed as a change agent. The 
previous headmaster left amidst scandal over the suicide of 
a senator's son who was supposed to be having a homosexual 
relationship with his roommate. The reader, of course, 
would wonder if Hoyt was in any manner involved with this 
incident as he was a teacher at the time. With this scandal 
and declining enrollment, Gilford's prestige waned. Hoyt 
tried to rebuild the reputation the school had once enjoyed 
by achieving recognition in "sports and other activities, 
such as debating and Glee Club" (22, 1968, p. 73) .
Hoyt's leadership style, a 9,1— a high concern for 
task and low concern for people— was best exemplified by an 
incident with Peter. Hoyt wanted Peter to sing with the 
Glee Club to gain points in the upcoming contest. When 
Peter protested, Hoyt altered his plans and told Peter to 
read Hamlet's soliloquy. Peter protested but was forced to 
perform anyway. The performance would have been a failure 
had Peter not done a parody on the soliloquy and given it a 
comic turn (22, 1968, pp. 89-161).
Hoyt's personality would classify him as a bureaucrat. 
He was the sole source of authority in the school. He was 
shown using coercive power.
Minor characters. Mama's Bank Account, from which 
the play I Remember Mama was taken, by Kathryn Forbes 
depicted the life of Katrin and her Norwegian family,
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especially her mother.
In the novel, Katrin and her sisters were sent to 
Winford Public School for girls in San Francisco. Miss 
Grimes, Winford's principal, "was tall and thin and had 
beautiful white hair that coiled intricately upon the top of 
her head. Her pompadour rose to an incredible height . . . 
She wore a high-collared shirtwaist and a sweeping black 
skirt. The chain of her glasses disappeared into a round 
gold box she wore on her chest . . ." (.14, 1943, pp. 52-53).
Miss Grimes was depicted in the task areas of pupil 
personnel as she enrolled the girls in their classes (14, 
1943, p. 54) and in the area of community school relations 
when she arranged for an assembly for Mrs. Winford, the 
widow of the man for whom the school was named (1A, 1943, 
p. 81). She was, also, portrayed in the area of school 
plant as she unsuccessfully tried to get the heat on during 
the reception for Mrs. Winford (14, 1943, p. 90).
Miss Grimes was a stern disciplinarian. She told 
Katrin that ladies "do not contradict their elders" (14,
1943, pp. 90-97). Also, she was a rather ineffectual manager 
as the heat went off at the reception, the cucumber sand­
wiches became soggy, and the tea could not be heated. It 
was Katrin's mother who finally arrived bringing hot coffee, 
chocolate, and food (14^ , 1943, pp. 90-97) . Miss Grimes was 
not a human relations facilitator. When the girls first 
arrived at Winford, Miss Grimes mistook them for Swedes and,
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then, said, "Swedish, Norwegian— it's all the same." She 
continued to complain that "in all my years as Principal 
of Winford . . . it's never been as bad as this. Why I
can remember girls from the finest families came here. Next 
thing you know . . . we'll be getting Negroes, or even 
. . . or even— Orientals" (14, 1943, pp. 53-54).
Her emphasis on rules and status and her imperson­
ality would indicate that Miss Grimes' leadership style 
was a 9,1 and that she was a bureaucratic type. Katrin 
appropriately described her as "austere" (14, 1943, p. 95). 
The only power she displayed was coercive.
John Knowles in A Separate Peace presented a brief 
view of administration at a New England private boys' 
school. A Separate Peace related the story of Gene and 
Phineas at Devon School one summer during the early years 
of World War II. Gene described the dean's residence at 
Devon:
"Some day the Dean would probably live 
entirely encased in a house of glass and be happy 
as a sandpiper. Everything at Devon slowly 
changed and slowly harmonized with what had gone
before. So it was logical to hope that since the
buildings and the Deans and the curriculum could 
achieve this, I could achieve, perhaps unknow­
ingly already had achieved, this growth and 
harmony myself" (23, 1960, p. 4).
The implication here was that the dean at this school
became much like Whyte's Organization Man; he merged with
the social order around him to the extinction of the
individual. Also, Bensman and Lilienfeld in Between Public
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and Private described the bureaucrat as one whose public 
and private selves often became one.
In addition to a dean, the novel portrayed a 
substitute summer headmaster, "stern" Mr. Patch-Withers 
hosting the traditional tea" (23, 1960, p. 18-21). This tea 
showed him in the task area of pupil personnel.
John Powers portrayed life in a Catholic school, 
Bremmer High School, in Do Black Patent Leather Shoes 
Really Reflect Up? Although Brother Purity, the principal, 
was not evil as were some of the negative characters, he was 
ineffectual, too innocent. The author described him as 
follows:
Although in his late forties, Brother Purity 
sported a suit of skin that was completely wrinkle- 
free. Thick blond hair, neatly combed with a 
straight part, covered the top of his head. Brother 
Purity also had sparkling white teeth, rosy cheeks, 
clear blue eyes, and such perfect little ears that 
it was obvious they had never even heard a dirty 
word. His mother never had to take baby pictures.
All she had to do was look at her son. He hadn't 
changed at all since the day he turned two (35,
1975, p. 29).
As with many principals portrayed, Brother Purity 
performed in the task area of pupil personnel, particularly 
as he spoke in assemblies, as he disciplined students, as 
he attended athletic events, and as he spoke at graduation. 
The narrator described him at the opening assembly:
The first thing that Brother Purity said in 
welcoming us to Bremmer High School was that we 
would be amazed at how fast our four years of high 
school would go by. That's what they all say.
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Brother Purity then spent the next hour talk­
ing about the greatest bullship topic of all, 
school spirit. He said that we should love our 
school, respect it, and care about it. I thought 
at one point he was going to say "caress it," but 
he didn't . Brother Purity chimed out about how 
we shouldn't just come to school every day, attend 
classes, and then go home. We should, instead, 
take an active interest in Bremmer High School
because it took an active interest in us. We
should participate in the school's athletic pro­
grams, get involved in its numerous academic and 
social clubs, and join such organizations as the 
school newspaper and yearbook staffs.
My eyes remained fastened on the figure of 
Brother Purity as he sprayed his furious frenzy 
of faith in Bremmer High School. Hoarsely, he 
concluded his speech. "Freshmen," he said, "it's 
up to you" (3_5, 1975, pp. 29-30).
Brother Purity worried about the sports program at Bremmer.
In a pep talk to the football team, he said, "Boys, I know
that you, as fine young Christian men, are going to pray to
God that Bremmer scores a great victory over St. Beatrice
on Sunday" (_35, 1975, p. 115). Also, it was known that
Brother Purity, the fathers' club, and the alumni 
association, who together controlled the football 
program, had become fed up with the annual entree 
of humiliation served up at every homecoming game.
If Coach Venuti, who had been the head football 
coach for the past eight years, lost his ninth 
straight homecoming game, he would probably have to 
start looking for another locker room to hang 
around in" (^ 35, 1975, p. 117).
At graduation, the narrator described Brother Purity's talk
as the "same thing. The 'rah rah' bit about leaving your
school" (^5, 1975, p. 222). Brother Purity's task to select
the staff was sarcastically commented on by the narrator:
"With such a brisk turnover in help, a few like Mr. Douglas
Blair were able to slip through the scrutiny of Brother
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Purity's personal interview" (35, 1975, p. 133). The 
narrator considered Mr. Blair a good teacher, one of the 
few at Bremmer. Finally, Brother Purity was depicted in 
the area of community school leadership after a football 
game.
The proper people were beginning to gather 
on the stage. Brother Purity, the officers of 
the fathers club and the alumni association,
Coach Venuti, and some local politicians. The 
usual collection of carcasses for such an event.
Brother Purity told Bippo, who was to receive 
the award, to stand in the center of the stage.
Then Brother Purity took the homecoming queen 
gently by the arm and led her over next to Bippo.
The presentation was still at least five minutes 
away because Brother Purity hadn't yet made his 
announcement over the public address system.
After taking care of the homecoming queen and 
Bippo, Brother Purity scampered among the digni­
taries, suggesting to each where they should 
stand for the presentation (3J5, 1975, p. 121).
That Brother Purity was a disciplinarian was obvious 
in that he "was the man who came to get you when you were in 
big trouble" (3_5, 1975, p. 225). Also, if a student was 
caught throwing his dinnerware away with his trash, he was 
taken to Brother Purity's office for a three-day suspension 
(35, 1975, p. 67).
This principal's leadership style was a 5,5— a style 
indicative of one who attempts to maintain the status quo.
Once again, coercive power was primarily used in the action.
A brief view of another principal was revealed in 
this same novel when the narrator discussed Brother Well, a 
teacher at Bremmer, who had punched two football players at 
another school, two students who had ignored his instructions.
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The mother of one of the assaulted boys, a woman who was 
head of the mothers1 club which was getting funds for a new 
wing of the library, had the principal transfer Brother 
Well to another school. The importance of community school 
relations in private schools was emphasized in this example. 
Additionally, the principal was depicted as he dealt with 
pupil personnel, staff personnel, and finances.
The narrator of Do Black Patent Leather Shoes 
Really Reflect Up? described assistant principals in the 
following manner:
At Bremmer old religious brothers, like old 
soldiers, never died but instead just faded away.
The fading process began when a brother became 
too ancient to teach a full schedule of classes 
and was assigned to Room 238 to teach three 
sections of typing each day. When the last few 
letters of the alphabet began getting hazy, the 
aging brother was made chief librarian. When he 
got too decrepit to put any power behind the date- 
due stamp, he was made vice-principal of the school 
(35, 1975, pp. 129-30).
Brother Sens was appointed assistant principal by Brother
Purity who believed Sens was senile not crazy. One of
Brother Sens' jobs was to receive calls from parents when
a student was ill. "The first mother to talk to Brother
Sens explained to him, for twenty minutes, how her son had
caught a cold and how he was suffering from a sore throat
and a running nose." When the mother paused, Brother Sens
responded, "I certainly hope that he lives and that his
tuition's paid up in full gobble gobble gobble" (85, 1975,
p. 131). Brother Purity immediately made Sens a typing
instructor.
The Q Document, an adventure story, by James 
Roberts told of Dr. Cooper who was hired to investigate 
the authenticity of the Baum-Brenner papers. These papers 
included the Q Document whose author was purported to be 
Jesus Christ. In one scene, Cooper needed to hide a 
Japanese girl, Myoko, from Victor Hawkins, the owner of 
the manuscript. He decided to enroll her in the School of 
the Americas, a primary and lower secondary school for 
girls from North and South America, mostly children of the 
diplomatic corps. The headmistress, Mrs. Findley Boudreau, 
M.F.A., told Cooper that the school enrolled a hundred and 
fifty girls and had fifteen teachers on staff. Mrs.
Boudreau was shown in the task area of community school 
leadership as she conferred with Dr. Cooper. As she became 
aware that the girl, supposedly his daughter, was part 
Japanese, she began to explain the prejudiced attitudes 
the other parents might have. It was obvious that Mrs. 
Boudreau shared these attitudes (3j), 1964, pp. 115). She 
dealt in the area of school finance as she explained 
tuition fees. Additionally, her task in instruction was 
apparent as she explained the curricular program.
Mrs. Boudreau exemplified a bureaucratic person­
ality. She was concerned with what others would think of 
the girl, she was concerned with the girl having the proper 
"forms as required by the government," and she was described
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as a conformist in the following excerpt:
As he followed her through the french doors 
which separated the library from the music room,
Cooper realized why she looked so familiar to 
him. She was a thin woman in her mid-forties 
and she had a precise manner of speaking, her 
sentences perfectly tailored and delivered in a 
slightly nasal voice. The suit she wore was 
mannishly neutral and impeccably correct, as if 
somewhere she had read the specifications for a 
perfect headmistress and then conformed herself 
to those standards (3j), 1965, p. 112).
Frank Rooney in The Heel of Spring told of the life 
of Charles Blackwell, nefe Lindell, who grew from childhood 
believing he was an orphan to discover at age 16 that his 
father, once a politically prominent man, had killed his 
mother. The story dealt with Charles' search for truth, a 
search which could uncover only evidence, never truth. At 
one point in the story, Charles attended a New York military 
academy. Charles described the headmaster as follows:
The head of the school was a Colonel Hadley, 
a tall, thin old man with a bad right arm which he 
carried crooked across his body and which gave him 
great dignity and authority. As I look back now I 
can see that he was a befuddled old man whose staff 
was careful to show him only briefly and only on 
important occasions. Now and then he could be seen 
taking a constitutional at a distance (probably 
worked out by his staff) or standing on the balcony 
outside his office staring not at the grounds but 
over them (4j0, 1956 , p. 36).
The colonel was a negative character. Chet, Charles' 
friend, was accused of stealing money from the colonel's desk 
drawer, a crime which Chet had indeed committed. The colonel, 
in his role as disciplinarian in the task area of pupil 
personnel, was ineffectual. As Chet predicted of the trial
124
"Old Colonel Hadley'11 be there to weight the middle and 
Gressler'll be there to round out the colonel's elbow. But 
Thielen's the court" (40^ , 1956, p. 46). Thielen's role in 
the school was never clarified, but he handled the court 
situation as if he were in charge of discipline. Later, in 
the trial the colonel was again described:
After two and a half hours Major Thielen 
declared the trial officially ended and handed 
the colonel, who was almost asleep, a sheet of 
paper. The colonel then read the verdict in a 
voice that sounded like a series of echoes in a 
deserted house: Chet was not only to be dis­
missed from school but drummed off the grounds 
by a corps of his classmates (_40, 1956, p. 48).
After the trial, at the drumming out ceremony, the colonel
read "a pronunciamento that nobody heard over the drums"
(40, 1956, p. 49). From the descriptions given of Colonel
Hadley, his leadership style appeared to be a 1,1— low
concern for task and people. Though he was ineffectual,
because of his position Hadley could use coercive power.
Charles recalled a brief incident at a different 
school with a headmaster in the task area of community 
school leadership. He remembered the headmaster "making one 
of his informal good-bys to parents— 'don't forget to drop
in and see m e 1" (40., 1956, p. 25).
Absentee characters. The narrator in John Powers'
The Last Catholic in America returned to his old neighborhood 
to reminisce about his childhood there. An important part of
that childhood was St. Bastion Grammar School which he attended
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through the eighth grade. The female principal was 
portrayed only in the task area of pupil personnel and 
instruction. When a nun would have to leave a class 
unattended, she would tell the students that God was 
watching. According to the narrator, just "in case God 
missed something, the principal would be listening in on 
us through the classroom's public-address system" (36,
1973, p. 81). Again, the principal's role as disciplinarian 
was stressed as she- would deal with students brought in by 
patrol boys. The narrator said:
If a kid really annoyed you, you could "bring 
him up" to the principal, which was something like 
arresting him. She'd really chew him out or give 
him a penalty. Sometimes both. Your word was 
never questioned (36 ,^ 1973, pp. 183-84).
The following excerpt illustrated her task of instruction:
That June, we went through our last year-end 
Workbook Push. In all my years of grammar school, 
no nun ever managed to pace her class fast enough 
to get all their workbook pages done by the end 
of the school year. So during the last few days 
of school, the nun would have us do nothing but 
workbook pages for five hours a day. As soon as 
all the workbooks were completed, they'd be put 
into stacks and carried down to the principal's 
office by some of the boys.
The nun would always tell us that we wouldn't 
be able to go on to the next grade the following 
September unless we finished all our pages. She'd 
also inform us that the principal would spend all 
summer going over every page of every workbook of 
every kid in the entire school.
It was an established fact, however, that as 
soon as we kids left the school on the final day 
of class, all the nuns would go to the principal's 
office and carry all the stacks of workbooks down 
to the school basement where they were then 
promptly thrown into the school furnace and burned 
(.36, 1973, p. 211) .
Once more, a principal was depicted using coercive power.
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J. D. Salinger in The Catcher in the Rye told of 
Holden Caufield, the classic alienated youth, upon his 
expulsion from Pencey, a prep school. Two absentee head­
masters were portrayed in this novel. In Holden's view 
they, though one less than the other, were seen as negative 
characters. The reader, however, must be wary of wholesale 
acceptance of Holden's views.
Concerning his upcoming expulsion from Pencey near 
Christmastime, Holden, 16 years old, said,"They gave me 
frequent warning to start applying myself— especially around 
midterms, when my parents came up for a conference with old 
Thurmer— but I didn't do it. So I got the ax" (41, 1951, 
p. 4). Here, Thurmer, Pencey's headmaster, was portrayed in 
the task areas of community school leadership and instruc­
tion as he upheld the school's standards. Staff personnel, 
particularly supervision, was the topic of a story Holden 
told to his sister Phoebe about Mr. Spencer when Thurmer 
made a class visitation.
"Even the couple of nice teachers on the faculty, 
they were phonies, too," I said. "There was this 
one old guy, Mr. Spencer. His wife was always giv­
ing you hot chocolate and all that stuff, and they 
were really pretty nice. But you should've seen him 
when the headmaster, old Thurmer, came in the history 
class and sat down in the back of the room. He was 
always coming in and sitting down in the back of the 
room for about a half an hour. He was supposed to 
be incognito or something. After a while, he'd be 
sitting back there and then he'd start interrupting 
what old Spencer was saying to crack a lot of corny 
jokes. Old Spencer'd practically kill himself 
chuckling and smiling and all, like as if Thurmer 
was a goddam prince or something" (41., 1951, p. 168).
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In the area of pupil personnel, Thurmer was characterized 
as a disciplinarian in the incident Holden recalled about a 
speech in chapel after the first football game. The speech 
was given by Mr. Ossenburger, an alumnus who had donated 
money to Pencey. Edgar Marsalla, a student, had crepitated 
during the speech. According to Holden:
He damn near blew the roof off. Hardly anybody 
laughed out loud, and old Ossenburger made out like 
he didn't even hear it, but old Thurmer, the head­
master, was sitting right next to him on the rostrum 
and all, and you could tell he heard it. Boy, was 
he sore. He didn't say anything then, but the next 
night he made us have compulsory study hall in the 
academic building and he came up and gave a speech.
He said that the boy that had created the disturbance 
in chapel wasn't fit to go to Pencey. We tried to 
get old Marsalla to rip off another one, right while 
old Thurmer was making his speech, but he wasn't in 
the right mood (4JL, 1951, p. 17) .
Although it was Thurmer's job to expel Holden, a use of
coercive power, he was "pretty nice about it." The scene
was retold to Mr. Spencer by Holden:
"What did Thurmer say to you, boy? I understand 
you had quite a little chat."
"Yes, we did. We really did. I was in his 
office for around two hours, I guess."
"What'd he say to you?"
"Oh . . . well, about Life being a game and
all. And how you should play it according to the 
rules. He was pretty nice about it. I mean he 
didn't hit the ceiling or anything. He just kept 
talking about Life being a game and all. You know."
"Has Dr. Thurmer written to your parents yet?" 
old Spencer asked me.
"He said he was going to write them Monday"
(41, 1951, pp. 8-9).
Holden was more caustic in his description of Mr.
Haas, the headmaster at Elkton Hills. For example, Holden
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said:
. . . they had this headmaster, Mr. Haas, that was 
the phoniest bastard I ever met in my life. Ten 
times worse than old Thurmer. On Sundays, for 
instance, old Haas went around shaking hands with 
everybody's parents when they drove up to school.
He'd be charming as hell and all. Except if some 
boy had little old funny-looking parents. You 
should've seen the way he did with my roommate's 
parents. I mean if a boy's mother was sort of fat 
or corny-looking or something, and if somebody's 
father was one of those guys that wear those suits 
with very big shoulders and corny black-and-white 
shoes, then old Haas would just shake hands with 
them and give them a phony smile and then he'd go 
talk, for maybe a half an hour, with somebody else's 
parents. I can't stand that stuff. It drives me 
crazy. It makes me so depressed I go crazy. I 
hated that goddam Elkton Hills (41, 1951, p. 13).
This excerpt portrayed Haas in the task area of community
school leadership.
Only one task area, pupil personnel, was shown in 
Barbara Wersha's juvenile novel Tunes for a Small Harmonica. 
At Miss Howlett's School for girls, Jacqueline Frances 
(J.F.) McAllister) had a crush on her poetry teacher. She 
wondered if she should go to the principal, Miss Bowker, to 
ask for a class change (48, 1976, p. 40). (Refer to Table 1 
on pages 188 to 198 for a summary of the character analysis.)
Superintendents
Major characters. The Moonflower Vine by Jetta 
Carleton was the story of Matt and Callie Soames1 life in a 
small midwestern community and the lives of their daughters 
who grew up there. Matt Soames was a superintendent by 
title though his job was more similar to that of a teaching
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principal's. As with several characters analyzed in the 
selected novels, especially those that dealt with private 
school principals or college or university presidents, Matt 
had two sides to his character. The one side was the public 
self and the other was the personal self. The public self 
was the respected, capable superintendent; the private self 
was the cold, stern family man who fell in love with a high 
school student and grieved her leaving and marrying with a 
petty jealousy for her husband.
The effects of a superintendent's job on his family 
life were illustrated in this novel. Mrs. Soames explained 
her husband's personality and job to their daughters in the 
following quote?
"Yes, sometimes he is, honey," said her mother.
"But he's got to be. Your Papa's an important man 
in the community. That's the way he's got to act."
His importance might have been a comfort to the 
girls if it hadn't been such a nuisance. There were 
so many things they were not allowed to do "because 
it wouldn't look well." And they couldn't get out 
of his sight and do them, because he was everywhere.
For the most part, they resigned themselves to the 
situation and did as Papa said. The purpose in life, 
he said, was to work. "Laborare est orare," he said; 
and work meant to study your lessons and help Mama.
They had many good times in between. Relatives 
came often to visit. On the farm they could play in 
the woods and go fishing. When they moved to town 
they had girl chums and Sunday School parties. They 
had no toys to speak of (one doll, handed down from 
one to the other); but living as they did a good 
deal out-of-doors, they didn't need such props.
They played with what they had or found or made up 
and enjoyed themselves hugely. But very early they 
understood that playing was somewhat suspect, 
allowed through indulgence, a trivial pastime soon 
outgrown, and only about twice removed from sin.
Pleasure was only once-removed. The girls grew up 
before they realized that pleasure was not an ugly 
word. In their father's vocabulary it meant joyrides,
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dancing, card games, cigarettes, and other things 
too dreadful to define.
Recreation, however, was honorable. Their 
father spoke of it with respect. It was an abstrac­
tion, smacking of education, and good for you, like 
boiled turnip tops. The girls weren’t sure just when 
they were having recreation. But they knew when 
they had fun. And the most fun was when Papa looked 
up from his work, every month or so, and saw that 
they were there. Then, sitting around the heating 
stove on a winter evening, they might pop corn and 
listen to stories of his boyhood. ("My-0, did we 
work when we were kids! Pa used to get us up at 
four-thirty in the morning to go shuck corn!") 
Sometimes they sang together, with Leonie playing 
the piano. Their father called it recreation, but 
they enjoyed it just the same.
They cherished these moments like little gifts. 
Such largess was more than their due. Papa was not 
obliged to do them this favor. Papa was busy. He 
had papers to grade and lessons to plan. He had 
meetings to attend and a thousand and one things 
to write off for: library books, maps, chalk, and
music for the Glee Club. Or he had choir practice 
at the church, a deacons' meeting, and his class 
to teach. He had to milk the cow and spade the 
garden, put up a heating stove or take it down, clean 
the henhouse or a sparkplug, and patch a tire on the 
Model T. On Saturday, like as not, he had to drive 
to Clarkstown to see the County Superintendent, or 
down to the farm to see why the tenants hadn't paid 
the rent.
His excessive busy-ness took precedence over 
anything else and often interrupted other plans—  
such as the time they'd planned to surprise him on 
his birthday. This was after they had moved to town 
and learned about birthday parties. They had baked 
him a cake and Mama let them buy candles. She even 
let them decorate the dining room. They had spent 
hours in secret, coloring strips of paper with their 
Crayolas and pasting them together in interlocking 
rings. That afternoon they ran home from school and 
strung them around the room. They got out the best 
tablecloth, set the table just so, and put the cake 
in the middle. Everything looked fine. They could 
hardly wait for Papa to get there. About five o'clock 
the telephone rang. Papa's teachers had just sprung 
a surprise on him at school— a covered-dish supper 
spread out in the study hall, with a great big cake.
He wouldn't be home for supper.
Mama explained that the girls had also planned 
a little surprise. But of course Papa couldn't
131
disappoint his teachers. Jessie and Mathy cried, 
and Leonie got stomping mad. Mama finally had 
to bawl her out. "We'll surprise him tomorrow 
night," she said. So they put the cake away and 
took down the decorations, and the next night 
they tried again. But it didn't work. In the 
middle of supper, Mathy, who was seven years old 
and too big to cry, burst into tears and smashed 
her fist right into the birthday cake. Papa 
lectured her about losing her temper and wanting 
her own way all the time. She finally shut up, 
and they all tried to eat the cake anyway, but 
they couldn't.
That night Mama came upstairs and gave them a 
good talking-to. She was nice about it, but she 
made them go and tell Papa good night and tell him 
they were sorry. It nearly choked them, but they 
did it. Papa forgave them, as the Heavenly Father 
does.
In such manner they learned to accept him as one 
accepts the weather. Though they might complain of 
him sometimes, there wasn't much they could do about 
it, or expected to do. He was threat and authority, 
the no-sayer, the stern enigma. But their mother 
had taught them their father like a creed, and their 
belief in him was profound.
As for Matthew, he loved his children, but in an 
an abstracted way, with perhaps a little less direct 
concern than for calves or baby chicks. Once they 
reached school age, he tended to forget they were 
his. Five days a week they blended into a group of 
other children whose esteem was more important. Not 
to seem partial to his own, he treated them with 
elaborate objectivity (j), 1962, pp. 52-54).
As a superintendent, Soames was involved in instruc­
tion and curriculum development as he fought the school 
board to keep Latin in the curriculum. He was shown in the 
area of pupil personnel as he dealt with his own students 
and as he related to others outside his classes. His 
relations with students, however, were not always successful. 
For example, he was blindly led into a religious quarrel 
with Ed Inwood, a student (5 , pp. 129-31). In the same area, 
Soames was depicted as a disciplinarian. "Teachers ran in
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and out with their problems. Two boys were brought in for 
discipline; one had hit the other with a hardboiled Easter 
egg, and they fought on the playground" (_5, 1962, p. 124).
He was, also, depicted as dealing with the community. For
example, a parent came to see him in the following excerpt:
"Professor Soames," she said, putting a period 
after the name. "Could I have a little talk with 
you. It's about Delmora."
It always was. This time, Delmora's part in 
the junior-class play was far too minor to suit her 
mother. "You know, we take her over to Clarkstown 
every Saturday for elocution lessons. I should
think that someone as trained as she is . . ."
And so on.
Matthew was late to his class. He was used to 
the likes of Mrs. Jewel; he despised her and could 
not with much principle give in to her constant 
demands. Still, she was the public, and he didn't 
like to displease her. It made him nervous {5,
1962, pp. 124-25).
He dealt with problems in the area of the school plant when
the janitor left and the furnace began to smoke (_5, 1962,
p. 127), and he could even be found picking up trash on the
campus (E>, 1962, p. 127). In the area of organization and
structure, he dealt with the school board. In the following
quote, a school board member came to see Soames:
He came down from the class to find another 
visitor waiting in the office, one Garney Robles, 
a local carpenter and paperhanger. He was also, 
by no qualification Matthew could discover, a 
member of the school board. Garney slouched in a 
chair and didn't bother to stand up.
"How're y', Prof. I was just passin' this way 
and thought I 'd come in for a minute. Thought we 
could have a little talk if you're not busy."
"We're always busy around here," Matthew said 
with a prim smile.
"Wanted to talk to you some more about that 
Latin teacher."
"Oh yes." Matthew's brows went up ever so 
slightly. Garney had harped on that subject since
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last spring, when Matthew fought for a Latin 
course in the curriculum and insisted they hire 
another teacher. ("Prof and his new teacher, 
sayin1 sweet things to each other in a forn 
tongue!" Vulgar comments of that sort.) "Well,
I think that had best be discussed at a meeting— "
"You're not actually rank for keepin' Latin in 
the crickulum, are you, Prof?" said Garney. "I 
understand there ain't but half a dozen kids takin' 
it. "
"There are twelve," said Matthew.
"Half a dozen— a dozen— what's the difference, 
out of seventy kids? It costs us a lot of money 
for a teacher, just for that handful."
"She also teaches English," said Matthew.
"Yea, but somebody else could do that. Wouldn't 
we be better off with a real keen basketball coach 
next year?"
"It seems to me that the study of the classics 
is of far greater value than— "
"Hell, Prof— pardon my English— we need some­
thing that'll raise our standing in the county!"
"For a school our size, we stand first in the 
county scholastically."
"Well, I don't understand all that scholastic 
stuff. But I know we sure don't have no standing 
in basketball. We haven't won a tournament in 
three or four years. We got some good boys on our 
team, boys like Ed Inwood— can that kid jump!—  
but they just don't know how to win."
"It's the sport that counts," said Matthew,
"playing a good clean game. It isn't necessary to 
win every time."
"Where's your school spirit, Professor? The 
community wants a winnin' team. Now I know you do 
the best you can, coachin' the boys. But hell, you 
got plenty to do without gettin' out there on the 
court. If you don't mind my sayin' so, Prof, we 
need a younger man. I don't mean no insult, but 
you know there ain't any of us gettin' any younger.
We need some fella with a little fire in his ass, 
that can get in there and fight!" (_5, 1962, pp.
125-26) .
Matt was, also, portrayed in the tasks of staff personnel 
and business management.
Although he prided himself on his ability to do his 
job well, Soames' leadership style would most accurately be
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a 5,5. He exhibited the desire to do well with his tasks 
and with the people around him, but his actual performance 
was mediocre. He was a classic bureaucrat. Soames exhibited 
defensiveness over the Latin class and his basketball team, 
which was losing badly, and he was impersonal toward others.
As a bureaucrat, he was described in terms of kingly 
authority.
Matthew ruled this kingdom from the superinten­
dent's office on the second floor, a small room at 
the end of a long central hall. With the door open, 
he could see all coming and going. The office 
window faced west, overlooking the back schoolyard. 
Outside, within easy reach, the big bell hung from 
a tall wooden rack, a sort of bell tower, which 
children were always climbing. In fact, the climb­
ing of a stout rope tied to the rack was part of 
their athletic program. At any recess, Matthew 
might be confronted by a red puffing face and 
triumphant cries at the window.
A table sat in the center of the room, a rolltop 
desk in one corner. Three or four folding chairs, a 
swivel chair, a filing cabinet and a bookshelf com­
pleted the furnishings. A telephone hung on the 
wall. Matthew's ninety-hour diploma, framed in gilt, 
set the seal of authority on the room, and George 
Washington according to Stuart looked down on all with 
disdain. In this area Matthew coped with the budget 
and the school board, counseled teachers, gave first 
aid, administered discipline, graded papers, and 
caught his breath (j>, 1962, pp. 123-24) .
Soames' qualification for the superintendent's job 
seemed limited. He had been a high school teacher in a 
small school. It was suggested that his own academic prepara­
tion was limited. He had "a ninety hour diploma" and he had 
had little Latin in college and "his ear for languages was 
none too good." Yet, he "revered the classics" (E>, 1962, 
p. 126). It was remarked, though, that book learning came
"easy to him" (5, 1962, p. 173).
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Soames was characterized in situations wherein he 
employed legitimate and coerceive power.
Fenton Eberly, the superintendent, in Siegel's The 
Principal was a superb example of Merton's bureaucratic 
personality. He was cautious and evasive, as in the 
following excerpt regarding a conversation with Evans, the 
principal:
"Do I have suspension power?"
Eberly looked vague. It was his way of shying 
away from a subject, an almost fastidious withdrawal 
indicated by a blinking of the eye and sudden atten­
tion to those oddly powerful fingers. The Superin­
tendent, thought Robert, watching him rub his 
fingertips, would have been in his natural environ­
ment on a city pier, hoisting cargo. It seemed a 
waste of breadth of shoulder, height, long arms, to 
keep them behind a desk lifting nothing heavier than 
a pencil.
"You bring up a problem area, Robert. Of course, 
it is not possible to run a school effectively 
without resort on occasion to certain punitive 
measures. After all, the prerequisite of super­
vision is discipline. You yourself would judge a 
teacher first with his ability to control a class 
before considering his teaching skills, isn't that 
so?"
Robert nodded without commitment.
"Teen-agers. Puberty. Although, I must say, we 
were never as conscious of the condition as the 
children of today. Wouldn't you say? They are so 
aware that we are so aware of their problems. They 
read about themselves. We've made them self-conscious 
of their peculiar condition, so is it any wonder they 
have to behave, they feel, in some expected manner? 
Have you made any arrangements yet about where you're 
going to live, Robert?"
When he was finished, the Superintendent swiveled 
back to Robert, smiling. "So. Where were we?"
"We were talking about the suspension right," 
Robert said stubbornly. "State law, of course, does 
not give a principal the right to suspend. It is in 
the jurisdiction of the Superintendent of Schools. 
However, I feel you ought to grant me control. I
functioned that way in Canniston. How has it been 
done here?"
"Ticklish," Eberly said, looking at his hands. 
"Sensitive area, a very sensitive area. Do you feel 
it would hamstring you, Robert, to bring me each 
case for discussion?"
"Yes, it would. Certainly I would take no major 
step without consulting you, I would not want to.
But for the sake of the discipline you mentioned,
I need the power of immediate, temporary suspension 
of students if I think it necessary."
Eberly sighed, and for a moment Robert felt 
sympathy. Eberly worked for the community, was 
hired by the community, could be fired as a result 
of its displeasure. How much of his energy, how 
many of his decisions, were diverted by the need to 
placate, to maintain his "image," to explain and 
coddle— and what was left for the problems of admin­
istering this wildly growing school system?
"All right, Robert. One to five days over 
sixteen, maximum of three days under that. I need
hardly add that this should not be abused. I think
John himself never had to suspend anyone, at least 
not since I've been here. I understand that when a 
student broke a rule he would take him into his 
office and feed him." (45, 1963, pp. 20-21).
He was insecure. For example, as he said to Evans:
"It was a nice job while it lasted. I think 
I'll go back into the shoe business. You know I 
used to be in the shoe business when I was going 
to college? It nearly ruined my sex life. I grew
to hate the sight of a woman's knees. What business
you going into, Robert?" (45, 1963, p. 167).
Additionally, the following quote depicted that he was
capable of an impersonality in regard to others:
"Good. Then listen to me. After all, I am a 
little older than you, Robert. Some of the Board 
members seem to feel that you've been a little big 
for your britches. You could soften up just a 
little, that doesn't mean you have to compromise 
your standards, does it now? I'd like to have you 
work with me, Robert, I really would— "
Robert felt his eyes smart at the warmth 
engendered. It was like being offered membership 
in an exclusive society in which you would be 
guaranteed all the good things.
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"I think I can manage to build up your image a 
little, Robert. You can leave that to me. That is, 
if you'll promise to work along, and stop being so 
godamned stubborn and hotheaded— "
"Peters— "
"Has to be fired. Let's face it, suppose he 
worked in some other school and you never knew the 
man. So then you happened to pick up the paper, and 
you read about this custodian getting drunk and 
fighting in the street. What would be your reaction? 
You mean to say you wouldn't think it a damned shame 
that people like that were employed in the school 
system?"
"I might think that."
"Sure. So there's no point in getting senti­
mental just because it's your office the man happens 
to clean" (4J5, 1963, p. 293) .
He was defensive of his position.
"Robert, by now you must have some realization 
of what my position here is. How delicate, how 
calculated, everything has to be. If it were just 
a question of administering the school district—
It's the human side, the relations with the public"
(45, 1963, p. 290).
In spite of the fact that he was a bureaucrat, according to
Robert Evans, Eberly was a good superintendent:
They discussed the Gist affair from the stand­
point of school responsibility and probabilities 
of parental legal action. Given this kind of specific 
problem, Eberly was incisive, informed, efficient.
You could mock his occasional vagueness, or criticize 
his everybody-love-me approach to his employer, the 
public, but he knew his job (45, 1963, p. 166).
Eberly's tasks were summarized in the following
excerpt:
This was a decent man who had been a teacher 
and a principal and had advanced in his profession.
He was not bright in any intellectual sense, but 
few members of his profession were. He had literally 
no time to be concerned about the quality of educa­
tion in his school district. His concerns were 
budget, and bond issues, and having new schools open 
in time, and placating parents and addressing 
organizations. The man had only one real failing:
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in wanting the most amicable public relations, 
the most co-operative staff relations, he achieved 
mediocrity. Which meant that the people on his 
administrative staff had indifferent talents, and 
so did most of his school principals, and so did 
most of the teachers he interviewed and recommended 
for employment (4j>, 1963, p. 166).
The above quote illustrated the major task areas of a
superintendent as reported by Daniel E. Griffiths:
improving educational opportunity (it should be noted,
though, that Eberly felt he had no time for this task),
obtaining and developing personnel, maintaining effective
relations with the community, and providing and maintaining
funds and facilities. Most of Eberly's efforts went toward
maintaining effective relations with the community. For
example, he asked Robert to change a student's schedule as
requested by a parent.
"Come, Robert, it's not that way at all. I 
think you're doing a fine job. But you must under­
stand my position. You are simply not exposed to the 
same pressures, certainly not to the same degree.
You may think that my relationship with the community 
has nothing to do with your educational motives. But 
everything is interconnected. The Chullins have been 
a part of this town for fifty, maybe seventy-five 
years. A grandfather of Mrs. Chullin built the first 
library and donated it to the village. Mrs. Chullin's 
husband is a village trustee, and vice-commander of 
the American Leion post. Mrs. Chullin is active in 
a half-dozen civic organizations. You must admit, 
Robert, that it is an extremely unpolitic thing to 
antagonize people like that" (j45, 1963, p. 164).
Because of community pressure, he concurred with the board
as it told Robert to allow students to eat lunch at Sam
Jennings' restaurant and to fire Carl Peters, the custodian.
Eberly advised Robert to become less independent—  
more like Whyte's Organization Man— when he said, "Nobody
139
stands alone. You know what I mean Robert? You have to 
have friends" (4J5, 1963, p. 234). Later, he repeated, 
"Everybody's got to get along with everybody else, right?
It's not bad, you can live with the notion of buttering a 
piece of my bread if I butter a piece of yours— " (45,
1963, p. 294). This emphasis on others indicated that 
Eberly's leadership style was a 1,9.
Eberly was portrayed in both of a superintendent's 
roles: that of administering and operating the schools and
that of chief advisor and executive officer of the school
board. Eberly relied, primarily, on referent and legitimate 
power as he fulfilled his job as superintendent.
Minor characters. Ralph Ellison in his novel
Invisible Man portrayed a superintendent as a negative
character. Throughout the scene, the superintendent dis­
played cruelty and bigotry toward blacks. The protagonist, 
a black youth who had delivered an oration on graduation 
day showing that "humility was the secret, indeed, the very 
essence of progress," was invited by the superintendent to 
speak at a gathering of the town's leading white citizens. 
When the student arrived, he discovered the gathering was a 
smoker and he was to participate in the battle royal first.
He and some of his classmates were told to put on fighting 
togs. Then, the superintendent yelled, "Bring up the shines, 
gentlement! Bring up the little shines!" The youths were 
first taken before a naked blonde, white woman who danced
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for the group. Then, they were blindfolded with "broad 
bands of white cloth," the significance of which became a 
symbol for their race's condition. Next, they "fought 
hysterically. It was complete anarchy. Everybody fought 
everybody else." When the battle was over, the students 
were told to pick up money lying on a rug which was 
electrified. After the other youths were paid off and 
left, the protagonist returned to give his speech amid the 
yelling and laughter of the white citizens (2J3, 1947, 
pp. 13-26). At the conclusion, the superintendent came 
forth with a package and said:
"Gentlemen, you see that I did not overpraise 
this boy. He makes a good speech and some day 
he'll lead his people in the proper paths. And I 
don't have to tell you that that is important in 
these days and times. This is a good, smart boy, 
and so to encourage him in the right direction, in 
the name of the Board of Education I wish to present 
him a prize in the form of this . . ."
He paused, removing the tissue paper and reveal­
ing a gleaming calfskin brief case.
". . . i n  the form of this first-class article
from Shad Whitmore's shop."
"Boy," he said, addressing me, "take this prize 
and keep it well. Consider it a badge of office.
Prize it. Keep developing as you are and some day 
it will be filled with important papers that will 
help shape the destiny of your people."
I was so moved that I could hardly express my 
thanks. A rope of bloody saliva forming a shape 
like an undiscovered continent drooled upon the 
leather and I wiped it quickly away. I felt an 
importance that I had never dreamed.
"Open it and see what's inside," I was told.
My fingers a-tremble. I complied, smelling the 
fresh leather and finding an official-looking docu­
ment inside. It was a scholarship to the state 
college for Negroes. My eyes filled with tears and 
I ran awkwardly off the floor (13, 1947, p. 26).
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The superintendent represented institutionalized racism 
with his use of reward power— here, a scholarship and money—  
for the black’s participation in' his own degradation.
Though in a negative sense, this superintendent was depicted 
in the task areas of pupil personnel and community school 
leadership and in his role as executive officer of the 
board as he presented the scholarship.
The only female superintendent was negatively 
portrayed in Arfive by A. B. Guthrie, Jr. "Having taught 
first grade for a couple of years, she was abundantly quali­
fied for her position. Besides, she had no opposition"
(15, 1971, p. 137). She was shown as ineptly advising the 
school board. Nicholas Brudd, an important liquor distribu­
tor out of Great Fall, offered to give a twenty-five dollar 
prize for the top student in each class every year. Miss 
Stonehouse, the superintendent, said "It would be an 
encouragement, a boost, if I may say so, for greater 
application to studies" (15, 1971, p. 140). This statement 
led Collingsworth, the principal, to think "she was an 
addlepate he'd probably have to set right" (.15, 1971, p. 140). 
Collingsworth, then, gave his opinion that it was not proper 
for Brudd to "buy respectability" at the school's expense.
The board concurred with Collingsworth.
Absentee characters. Sincerely, Willis Wayde by 
John P. Marquand presented a brief picture of an absentee 
superintendent Mr. Roderick Holhalter in the area of
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community school leadership as he invited Willis to address 
the graduating class of Clyde High School in June of 1944 
(28, 1954, p. 382). (Refer to Table 1 on pages 188 to 198 
for a summary of the character analysis.)
College or University Deans 
and Presidents
Major characters. Purely Academic by Stringfellow 
Barr treated themes that ran throughout the novels on 
college or university deans and presidents. First, the 
president was a bureaucratic personality; and second, one 
of his primary tasks took him outside the university as 
fund-raiser. Also, as with other novels such as Mary 
McCarthy's The Groves of Academe, academic administrative 
life was portrayed as more cutthroat than academic with 
business matters and politics occupying most of an 
administrator's time and efforts.
Purely Academic opened in the Trinity Club (appro­
priately named since the novel dealt with the trinity of 
power, finances, and education) where the president, Dr. 
Pomton, and social science department heads and faculty 
awaited the arrival of Mr. Denby who was to discuss a 
research grant from his foundation. At this time, Pomton's 
own scholarship was revealed as follows:
President Pomton was a remarkable man. He was 
perhaps less remarkable than his wife supposed, but 
he was remarkable just the same. Education was 
only one of his many concerns, and he gave the
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impression not so much of ornamenting the 
University as of ornamenting himself with the 
University. He was the sort of man who would 
be essentially too big for any job. Neither 
did he ornament scholarship: scholarship
ornamented him. He had published a little, 
in the days when he was still a professor of 
education; but the dubious status which schools 
of education enjoy in educational circles early 
turned his interests toward administration, and 
his most valuable books had been statistical 
studies of the academic credit system. Every 
college registrar in the country knew his work 
and admired him.
But Pomton was not primarily a writer; he 
was a speaker. He was widely known as being 
willing to speak, not merely on education, but 
on any subject. He could make any subject 
important, for the simple reason that he was 
important himself. He was a great favorite with 
women's clubs, and even the Rotary clubs and 
other men's organizations were glad to fall back 
on him. In fact, "Get Pomton" came to be their 
favorite solution to a difficult or boring pro­
gram mess. Years of platform success had given 
him a smile and a manner, a personal charm not 
based on anything in particular except long 
practice (3., 1958, pp. 3-4) .
Pomton was depicted as he dealt with the staff 
over their contract salaries (3., 1958, pp. 23-28) , as he 
dealt with publicity for the college (3_, 1958, p. 78) , and 
as he attempted, but failed at, instructional leadership. 
The following quote illustrated that failure:
The report of the Curriculum Committee lay on 
Pomton's desk, with the imprimatur of the Committee 
on Academic Legislation of the Faculty of Arts and 
Sciences. Even Pomton found it pretty futile 
reading. He shed no tears. Some twenty years of 
university administration had completely convinced 
him that undergraduate instruction was a burden to 
be borne in order to operate good professional 
schools and carry on graduate research. That the 
College of Arts and Sciences should be dominated 
by athletics and fraternities seemed to him fairly 
just. Certainly the offered the student more than 
the undergraduate courses did.
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Pomton had dreamed once of working out an 
educational policy with the college faculty, a
policy designed to give the student a sound
liberal education. But his efforts brought him
no thanks, and Pomton was a man who had to be
thanked if you would get the best out of him.
The college faculty, torn by departmental 
jealousies, could agree on nothing and ended by 
complaining to the trustees that Pomton was try­
ing to dictate educational policy, when the real 
duty of a college president was to get more money.
So Pomton turned his attention to developing 
research. Meanwhile one new department after 
another was added to the undergraduate curriculum, 
as one donor after another discerned some new and 
pressing need of American youth. The alphabetized 
list of courses an undergraduate might elect began 
to look like a Sears, Roebuck catalogue. Pomton 
made a virtue of necessity and talked to the 
public about satisfying every student need and 
thereby developing personality and preparing a 
young man or woman to make a better livelihood.
For Pomton was sensitive to opinion, and he dis­
covered quickly that personality and pay were what 
parents wanted for their children (3_, 1958, 
pp. 77-78).
He, also, presided at graduation where he, again, read 
selections from his "cold war" speech and conferred degrees 
on graduates, some Ph.D.'s with dissertation titles such as 
"Possible Reforms in High-school Education Suggested by the 
Psychodynamics of White Rats" and "An Inquiry into Flavor 
Deterioration in Peanut Brittle" (3., 1958, pp. 184-90) . 
Additionally, he gave another remake of his "cold war" 
speech, filled with redundant phrases, jargon, and oratorical 
cliches, at another university (3., 1958, pp. 105-07). 
Primarily, though, he was depicted in the task areas of 
community school leadership and fund-raising. For example:
"The very worst thing you could have," said 
Schneider. "The very quickest way to lose the 
support of the faculty. Faculties don11 like
presidents meddling with education. The presi­
dent's job is to bring home the bacon, slice it, 
and pass it around. Then, after a square meal, 
the faculty will settle policy" (3_, 1958,
p. 218).
Fund-raising was Pomton's specialty. As depicted 
in the following excerpt, Pomton would sacrifice anything 
particularly personal integrity, to get money:
Denby was looking even graver than President 
Pomton.
"Suppose," he repeated, "the foundation did 
make a grant. And suppose Dr. Nast here, or one 
of his colleagues in economics, published a book 
that leaned a little to the left. What would 
happen?"
"Nothing," he declared simply. "Absolutely 
nothing. I mean, of course, as far as criticism 
is concerned. Either from the state legislature 
or from what I may call our own public. There is 
a powerful tradition of academic freedom here. 
There would not be a murmur of criticism. Am I 
right, Dr. Nast?"
"Then," answered Denby, very deliberately, "it 
scarcely seems worth while making the grant. You 
see, we are interested in ferment. In discussion. 
Even in a good fight now and then. What you say 
of your peculiar situation here troubles me."
The other faculty members present looked more 
than grave and either lacked the desire or the 
energy to cough. As for President Pomton, his 
face had suddenly sagged, had gone a little gray. 
A wave of nausea swept through him. Always 
troubled by nervous indigestion, he suddenly 
felt dreadful things happening in the pit of his 
stomach, and even lower down. He started speak­
ing rapidly.
"I don’t think I made myself clear. I don't 
think even Dr. Nast made himself wholly clear. 
What I meant was that there was no chance of 
research being stifled. Not chance at all.
There would of course be ferment. A great deal 
of ferment.
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The foundation would be considerably less 
interested in having you win your fight than in 
your starting the sort of fight one doesn't win 
easily or quickly. We are not interested in 
political victories. We are not even interested 
in intellectual victories, in the sense of 
definite authoritarian conclusions. We are 
interested in the clash of ideas."
"But that's just what X mean. I don't mean 
by winning that Dr. Nast's ideas would win. I 
only mean the University would win the right for 
Dr. Nast to publish his ideas, no matter how 
unpopular they might be. We would win the right 
to continue the intellectual game, if you like."
"There again," said Denby, and his voice was 
smooth and cool, "I wonder if our purposes are 
sufficiently the same to justify collaboration 
between the University and the foundation."
Collaboration! Pomton felt a surge of 
bitterness. How was it collaboration when they 
had all the money and the University nothing but 
the ideas— if that? But he controlled himself.
"You see," Denby was continuing, "we don't 
think of it as a game so much as a fight, X admit 
that, in educational institutions, it tends to 
become a game."
"I'm afraid," said Pomton, "that I'm choosing 
my words very badly. Certainly 'intellectual 
game' is a clichd. Frankly, I mean precisely the 
same thing by the term as a good stiff fight."
"Well," said Denby, "I'm glad we've had this 
frank discussion. It's clarified a good deal for 
me." And with this ambiguous statement the 
conference closed (3., 1958, pp. 12-14) .
In getting grants from three donors, he exceeded ethical
standards. He made one donor, Milton Marshall, believe
his money was going to the library when it went elsewhere;
he allowed Lanny McDonald to believe his money would go
support baseball when it went to football; and with the
aid of his treasurer (who developed trench mouth), he used
sex to entice Mrs. Riley's nymphomaniacal young companion
to convince Mrs. Riley to donate money to the school.
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Pomton's schemes indicated that his leadership style was 
a 9,1— a high concern for task and a low concern for 
people.
Pomton was a bureaucrat. In the meeting with 
Denby, he concealed all "personal anxiety" and talked 
"casual and colloquial with the best of them." Even if 
"he had any ideas on social research, he would not have 
been so naive as to voice them to Denby for fear Denby 
might consider him pedantic" (3., 1958, p. 8) . He was 
impersonal. For example, he did not respect Dr. Schneider 
who dressed as the stereotypic scholar until Schneider 
began to put on a front. "Schneider had until recently 
been a drowning man and Pomton had always detested the 
piteous, accusing shrieks of the drowning" (3., 1958, p. 103). 
He was concerned, primarily, with his own image.
As is the case in most bureaucracies, Pomton's
power was legitimate. For example, according to the
treasurer, Bill Sanders:
For Bill Sanders, Pomton was The Boss, the person­
ification of the University, rightful monarch of 
all he surveyed; Bill came from the business world 
and was a convinced monarchist. As the king's man, 
he felt lonely in this Republic of Learning, where 
The Boss was regarded by his faculty as a necessary 
evil, the only means of obtaining funds for 
salaries. Conscious as Bill was of the scorn the 
true scholar feels for the administrative 
officials of the academy, he secretly returned 
(3., 1958, p. 5).
According to Denby, Pomton, also, had reward power:
"University policy is made by the President 
because the President has all the gravy to
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distribute. And the President depends on the 
good will of the students. It's like the govern­
ment of the United States under Roosevelt.
Labor controlled the President, and the President 
controlled business" (3., 1958, p. 48) .
As the following excerpt illustrated, however, a president
of a college or university does not have unlimited power:
The moment toward which Nast had been work­
ing for years had now arrived. Pomton had made 
it clear that he would do all in his power to 
pass the crown to him. Now the throne was vacant, 
and as so often happens even in wider fields than 
a college campus, with the throne vacant and the 
succession in doubt, parties were beginning to 
form among the faculty. Some vague atavistic 
feeling among them led to three assumptions.
First, a company of scholars ought to be compe­
tent to choose who should preside over them.
Second, in theory at least, the Republic of 
Learning can be presided over best by somebody 
who has participated in the actual teaching 
process— in short, by what the faculty liked to 
call "an academician," a word with overtones of 
extraordinary prestige. Third, again at least in 
theory, the best man might, just conceivably, be 
one of themselves. Most of the faculty would have 
frankly admitted that these principles were more 
often honored in the breach than in the observance, 
if only because the Republic of Learning, or at 
least its local chapter, was not a republic at all 
but a strict monarchy. True, it was a monarchy in 
which the subjects could effectually prevent the 
monarch from doing anything constructive, as for 
example in the case of Weed's curricular reform.
Pomton had undoubtedly favored that reform, but 
it had now gone decisively down the drain.
Similarly, the monarch could prevent the subjects 
from doing anything constructive simply by express­
ing regrets that it would cost too much, or even by 
plaintively announcing that the board of trustees 
would not go along.
It was the latter group of Homeric deities, 
the faculty knew, which really appointed and deposed 
presidents (3., 1958, pp. 213-14) .
When Pomton submitted his resignation because he 
had accepted a presidency at the State Agricultural and
149
Mechanical College, he wanted the economist Nast to succeed 
him. Nast, as Schneider pointed out, was fit for the 
position.
"I loathe the fellow," said Schneider, his 
voice perfectly cordial. "But then X am rarely 
attracted to college presidents, so my dislike 
is really in his favor. Besides, I don't agree 
with the popular assumption that elections are 
popularity contests. What we all desire is the 
right man for this particular joh, and this job,
Miss Stilton, fits Nast like a glove" (3., 1958, 
pp. 240-41).
Nast's primary qualification for the presidency 
was that he was underhanded. For example, he was able to 
get Denby to switch his foundation grant from the Institute 
for Research in the Social Sciences headed by Dr. Milton 
to his own economics department (3., 1958, p. 133) . He 
passively condoned Miss Stilton's use of bribery to get 
him the president's position. Miss Stilton was the presi­
dent's secretary (3_, 1958, p. 239). Nast's personality fit
that of Merton's bureaucratic type, and his leadership
style was a 9,1. He used coercive power to get what he
wanted.
The dean ("He never used his name. A proper name 
would specify too much, whereas this particular Dean was 
mere 1deanliness'") was portrayed as a bumbling bureaucrat 
who ineptly chaired a faculty committee meeting on 
curriculum. He relied on Robert's Rules of Order, but the 
meeting ended with the dean's confusing "the original motion 
and the proposal amendment" and having to "be extricated"
(3., 1958, p. 88).
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The novel Invisible Man by Ralph Ellison depicted 
Dr. Bledsoe, president of a Negro college. Bledsoe was the 
only racial minority group administrator in the selected 
novels. He was described as follows:
The building was quiet. Going upstairs I 
visualized Dr. Bledsoe, with his broad globular 
face that seemed to take its form from the fat 
pressing from the inside, which, as air pressing 
against the membrane of a balloon, gave it shape 
and buoyancy. "Old Bucket-head," some of the 
fellows called him. I never had. He had been 
kind to me from the first, perhaps because of the 
letters which the school superintendent had sent 
to him when I arrived. But more than that, he was 
the example of everything I hoped to be: Influen­
tial with wealthy men all over the country; 
consulted in matters concerning the race; a 
leader of his people; the possessor of not one, 
but two Cadillacs, a good salary and a soft, good- 
looking and creamy-complexioned wife. What was 
more, while black and bald and everything white 
folks poked fun at, he had achieved power and 
authority; had, while black and wrinkled-headed, 
made himself of more importance in the world than 
most Southern white men. They could laugh at him 
but they couldn't ignore him . . .  (13, 1947,
p. 78).
Naively, the protagonist continued to see Bledsoe in this 
fashion:
He was a leader, a 'statesman' who carried our 
problems to those above us, even unto the White 
House; and in days past he had conducted the 
President himself about the campus. He was our 
leader and our magic, who kept the endowment high, 
the funds for scholarships plentiful and publicity 
moving through the channels of the press. He was 
our coal-black daddy of whom we were afraid (13,
1947, pp. 89-90).
The previous quote illustrated the president's tasks of
fund-raising, community school leadership, and spokesman
to the press.
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Dr. Bledsoe was, also, depicted in the area of 
pupil personnel as a disciplinarian. When the protagonist 
drove Mr. Norton, a wealthy white donor, around the area 
and took him to places he should not have seen, Mr. Norton 
became ill. Dr. Bledsoe promised Norton that the student 
would "be disciplined, severely disciplined" (13, 1947, 
p. 79). Using coercive power, Bledsoe expelled the 
student and revealed his true personality and source of 
authority at the college.
"True they support it, but I control it. I's 
big and black and I say 'Yes, suh' as loudly as 
any burrhead when it's convenient, but I'm still 
the king down here. I don't care how much it 
appears otherwise. Power doesn't have to show off.
"You're nobody, son. You don't exist— can't 
you see that? The white folk tell everybody what 
to think— except men like me. I tell them; that's 
my life, telling white folk how to think about the 
things I know about. Shocks you, doesn't it? . . .
But I've made my place in it and I'll have every 
Negro in the country hanging on tree limbs by 
morning if it means staying where I am" (13, 1947, 
pp. 109-10).
This quote illustrated well the difference between Bledsoe's 
private and public selves.
Bledsoe's leadership style was a 9,1, and his 
personality characterized him as a bureaucrat. He was 
defensive and insecure. He stressed rules, and his 
authority was unquestioned.
The classic bureaucrat was portrayed by Randall 
Jarrell in Pictures from an Institution. The president of
Benton College for women was Dwight Robbins. He was
described as follows:
He was a nice-looking and informal and unassum­
ing man, a very human one, as he sat there on 
the edge of his desk, in the winter sunlight of 
his office; she felt— people could not help 
feeling as soon as they met President Robbins—  
as if she had just taken a drink. Everything 
was blurred a little with attractiveness, and 
she almost believed, as she did not ordinarily, 
in Friendship at First Sight. President Robbins 
wore a simple, grey flannel, undergraduate's 
suit; his fair hair kept flopping in his face; 
in spite of once having been a diver in the 
Olympics, he gave an impression of slightness.
He had what novelists used to call "an engaging 
grin," but it was engaging; one liked the way 
the skin crinkled around his eyes. Gertrude 
tried to think of a word for him, and did: the
word was boyish. . . .
. . . A friend of mine told me that, years 
and years ago, he had seen Dwight Robbins being 
introduced to Anthony Eden at a dinner of the 
League for the Promotion of Anglo-American 
Amity— or Unity, perhaps; he was not sure of the 
name, but the dinner had been at the Waldorf.
My friend said: "As they shook hands Mr. Eden
looked at President Robbins, and his face sagged;
I realized for the first time that he is a man of 
comparatively advanced years."
This happened to everyone who met President 
Robbins: the freshmen of Benton thought the
President younger than they. (Though they 
themselves were as old as Time, and wondered 
when the grown-ups— the other grown-ups— would 
see that they were.) President Robbins, because 
of the diving, had begun his real career several 
years later than those who are called boy wonders 
ordinarily do, so he made a point of looking, and 
looked, several years younger than they. He had 
been made President of Benton at the age of 
thirty-four, instead of at the age of twenty- 
nine. There was nothing he could do about this, 
he knew (20, 1955, pp. 4-5; p. 15).
His qualifications were satirically catalogued by
Jarrell:
President Robbins, judge him as you please, 
was not human. He had not had time to be; besides, 
his own gift was for seeming human. He had taught
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sociology only a year, and during the last three 
months of that year he had already been selected
to be Dean of Men at------ ; two years later he
was appointed Dean of the College of Arts and
Sciences at ______ ; in six years he was President
of Benton. They had selected him. But how had 
they known whom to select? Would someone else 
have done as well? Why had they selected just 
him?
If you ask this, you have never selected or 
been selected; you would know, then. Such ques­
tions are as ridiculous as asking how stigmata 
know who to select— as asking, "Wouldn't somebody 
else have done just as well as St. Francis?" A 
vocation, a calling— these words apply quite as 
well in secular affairs as in religious: Luther
knew. Have you yourself never known one of those 
idiots savants of success, of Getting Ahead in 
the World? About other things they may know 
something or they may not, but about the World 
they have forgotten— in previous existences for 
which, perhaps, they are being punished?— far 
more than you or I will ever learn.
President Robbins was, of course, one of 
these men. He "did not have his Ph.D."— but had 
that bothered one administrator upon this earth?
All had been as refreshingly unprejudiced about 
his lack of one as the President of Benton now 
was about anybody's possession of one. But at 
Benton all of them were like this: they looked
up your degrees so they could tell you that, 
whatever the things were, they didn't mind.
President Robbins had an M.A. from Oxford— he 
had been a Rhodes Scholar— and an LL.D. granted, 
in 1947, by Menuire. (It's a college in Florida.)
To make the President dislike you for the rest of 
his life, say to him with a resigned anthropolog­
ical smile: "I've just been reading that in 1948
Menuire College gave the degree of Doctor of Humor 
to Milton Berle” (20, 1955, pp. 22-23).
As a bureaucrat, he was a cautious conformist whose 
primary concern was for his image. For example:
What did it matter what he would have said?
You could always find it worked out in percentages 
in the monthly poll of public opinion in Fortune, 
back under the heading Opinions of Liberal Presi­
dents of Liberal Arts Colleges. He loved to say 
to you, putting himself into your hands: "I know
I'm sticking my neck out, but. . . . "  How ridicu­
lous I President Robbins had no neck (20, 1955,
p. 10).
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He had no opinions of his own, and his private and public 
selves had merged to form one bureaucratic self as the 
following excerpt illustrated:
About anything, anything at all, Dwight 
Robbins believed what Reason and Virtue and 
Tolerance and a Comprehensive Organic Synthesis 
of Values would have him believe. And about 
anything, anything at all, he believed what it 
was expedient for the President of Benton College 
to believe. You looked at the two beliefs and 
loi the two were one. (Do you remember, as a 
child without much time, turning to the back of 
the arithmetic book, getting the answer to a 
problem, and then writing down the summary hypo­
thetical operations by which the answer had been, 
so to speak, arrived at? It is the only method 
of problem-solving that always gives correct 
answers— that gives, even, the typographical 
errors in the back of the book.) President 
Robbins was so well adjusted to his environment 
that sometimes you could not tell which was the 
environment and which was President Robbins 
(20, 1955, pp. 10-11).
Robbins was depicted in both of his roles, inside 
and outside the university. Outside the university, he 
dealt with financial matters. The faculty at Benton "were 
like sheep, where money was concerned, and the President 
was their shepherd: he had to scramble around looking, and
worrying, and leading them to greener pastures . . ."
(20. 1958, p. 101). As a community school leader, he 
spoke before parents and alumni (20. 1955, pp. 25-26). 
Inside the university, Robbins was concerned with such 
tasks as hiring faculty (20, 1955, p. 5).
His leadership style, as indicated by the public 
image he projected, was a high concern for people— a 1,9.
As the author noted, "He wanted you to like him, he wanted
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everybody to like him— it was part of being a president; 
but talking all the time was too” (20, 1955, p. 28). He 
was depicted using referent and reward power.
Robbins was best understood by an analogy. When 
asked why Yang, one of his Afghan hounds, did not bark, 
Robbins responded:
"They're all overbred. You can see their 
portraits in Egyptian tombs.”
Derek did not know what the first sentence 
meant; how were Afghans over bread? But the 
second sentence he understood too well: he
could see that portrait, a terrible picture, of 
Yang and Yin standing in the tomb, up to their 
necks in something dark, in something that came 
higher, higher. . . .  He thrust the picture from 
his mind: its white head emerged for an instant
from the darkness, panted, was jerked down.
. . . But goodness, they were beautiful dogsi 
(20. 1955, p. 31).
Like his hounds, Robbins was overbred as a bureaucratic
president. He was up to his neck in "something dark”; and
whenever he emerged momentarily, he immediately went under
again.
The initial portrayal of Maynard Hoar, the president 
of Jocelyn College, in Mary McCarthy's The Groves of 
Academe revealed an authoritarian and vindictive man. The 
reader learned through Henry Mulcahy, an instructor in the 
Literature-Language Department, that he had been fired by 
Hoar for speaking out against the president publically.
He had guessed long ago that Hoar meant to 
dismiss him, but he was amazed, really amazed 
(he repeated the word to himself) that the man 
should have given himself away by an action as 
overt as this one. As an intellectual, he felt 
stunned not so much by the moral insensitiveness 
of the President's move as by the transparency
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of it. You do not fire a man who has challenged 
you openly at faculty meetings, who has fought, 
despite you and your cabal, for a program of 
salary increases and a lightening of the teaching 
load, who has not feared to point to waste and mis­
management concealed by those in high places, who 
dared to call only last week (yes, fantastic as it 
seemed, this was the background of the case) for an 
investigation of the Buildings and Grounds Department 
and begged the dietitian to unscramble, if she would 
be so good, for her colleagues, the history of the 
twenty thousand eggs. . . . (_29, 1951, pp. 3-4) .
To elicit the aid of the faculty, Henry met with Domna
Rejnev, another instructor, to tell her that Hoar knew his
wife had a heart condition and that his firing could kill
his wife. He, also, told Domna that Hoar knew he was a
member of the Communist Party.
Maynard Hoar entered the action after one faculty 
member, Alma Fortune, had resigned amidst the furor caused 
by Henry's dismissal and others were angry. A meeting was 
requested with the president by Domna and John Bentknop. 
Hoar was shown as cleverly postponing the meeting until the 
holiday period when Mulcahy's supporters were scattered. 
Hoar opened the meeting with John and Domna by saying,
"I infer that you two children have come to give me a 
scolding" (2j5, 1951, p. 171). He was described as follows:
He was one of those rugged men who looked 
exactly like their photographs— dark, resilient, 
keen-eyed, buoyant, yet thoughtful. Like all such 
official types, he specialized in being his own 
antithesis: strong but understanding, boisterous
but grave, pragmatic but speculative when need be.
The necessity of encompassing such opposites had 
left him with a little wobble of uncertainty in 
the center of his personality, which made other 
people, including his present auditors, feel 
embarrassed by him. He was much preoccupied with
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youth, with America as a young country; he tried 
to have up-to-date opinions which were as sound 
as grandpa's digestion. He had a strong true 
voice and liked to sing folk songs, especially 
work songs and prison chants (2j?, 1951, p. 172) .
At this meeting, Hoar told a different story about
Henry's dismissal. That story was as follows:
I offered him the job as a stop-gap, at the 
instance of certain friends of his who happen to 
be friends of mine. Hen knows that perfectly well, 
knew it all along; I took care to see that he should.
I believe I can even show you letters, explaining
our position. Our budget for Literature-Languages 
doesn't allow for another salary at the professorial 
level, which is what Hen needs at his time of life, 
with his family to consider. I could carry him as 
an instructor, pro tern, but I couldn't promise him 
promotion and tenure; there were no vacancies higher 
up. I had my three full salaries: Aristide, Alma,
Furness. Hen, for all his reading knowledge, isn't 
equipped to teach languages as you are, Domna, for 
instance, and Alma was, when she used to give Goethe 
in German. Even at the instructorial level, Hen has 
been nothing but a luxury for us. He gives a course 
that Howard Furness can give, and always has given, in 
Proust-Joyce-Mann, and Furness, to oblige him, teaches 
the freshman Introduction, which Hen ought to be 
giving and hasn't the patience for. He gives another 
course in Critical Theory, for which at present two 
students are registered, one having dropped out at 
midterm. And of course, he has the usual tutees.
For one term last year he gave a course in Contempor­
ary Literature, which turned out to be a replica of 
Proust-Joyce-Mann and brought us a lot of complaints: 
the kids say Hen wouldn't teach the authors they were 
interested in, Hemingway, Farrell, Steinbeck, Mailer, 
you know what I mean, the red-blooded American 
authors, no offense, Domna, that kids today want to 
hear about. Right now--I could show you the books—  
Hen isn't being paid out of department funds; he's 
on a special stipend, borrowed from the emergency 
reserve. That sort of thing can't go on; I've 
warned him of it from the beginning, and he's pre­
tended to be perfectly reconciled to a short-term 
appointment, to get him on his feet again. Naturally, 
I resisted the notion of his bringing Cathy here; I 
did everything short of forbidding it. I foresaw, 
as it turns out, exactly what would happen. With the 
wife and kids installed here, he'd fight like an
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old-time squatter," he concluded, smiling, "for 
his title in the job" (29_, 1951, pp. 176-77) .
Hoar did not know that Mrs. Mulcahy had a heart condition,
and Henry was not being fired for political reasons. Though
Hoar explained his real reason for dismissing Henry, John
predicted that the matter would not end here. He believed
Hoar would not convince anyone, at this point, that Henry
was "let go for budgetary reasons" (2JJ, 1951, p. 181).
Eventually, matters became so serious that Hoar 
could not dismiss Mulcahy, and Hoar resigned himself. He 
said:
"I saw that I was too much incriminated. The 
college would never get rid of him as long as I was 
at the tiller. With another skipper, who can't be 
blackmailed, there's a fair chance of getting him 
out. I confess I thought of Samson, bringing down 
the temple on the Philistines and himself" (29, 1951, 
pp. 301-02) .
Hoar was shown, primarily, in his tasks inside the 
university. He dealt with staff, instruction, and budget.
The president's job was described as risky; hence, Hoar 
appeared to be the typical bureaucrat— insecure and defensive. 
The position at this particular college was so risky that the 
college had had five different presidents in twelve years 
(29, 1951, p. 67) .
Hoar lost the battle against Henry not because he 
was wrong but because of his leadership style. The following 
excerpt illustrated how he felt toward his faculty and 
their input:
Hence the President and those close to the budgetary 
problem felt a real choler rise in them when anyone
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had the temerity to broach such a suggestion. To 
the men at the helm, in this hour of peril (the 
President, like all heads of institutions, was 
addicted to the nautical comparison), this was not 
a matter for free discussion, but savored, rather, 
of willfulness or mutiny on the high seas. And his 
face darkened as he said it; he would entertain no 
argument on the point. For he not only believed with 
all his heart in the merits of individual instruction 
but knew this belief to be necessary to his own and 
the college's survival, so that those who questioned 
it seemed to him true destroyers. The perfect college 
they hinted at might exist on paper but it would 
never attract students, for it would have no selling- 
point, no gimmick, as they said in advertising, 
which for the unendowed or virtually endowed college 
was the very heart, the pump, the ticker.
Therefore, despite personal friendship, President 
Hoar experienced a nettled impatient with Miss Rejnev 
and other teachers of her ilk who were too stubbornly 
principled, on the one hand, and too eager for self- 
improvement, on the other, not to allow their tutees 
an absolutely free hand and indulge their own 
intellectual curiosity on the college time. He 
would not listen to criticism of the system from 
people who had no sense of proportion in the 
application of it . . . (29^ , 1951, p. 90).
His 9,1 leadership style prevented him from knowing his
faculty and being able to judge his opposition adequately.
Hoar was depicted as unsuccessfully using coercive power.
Elizabeth Appleton by John O'Hara portrayed a 
president-emeritus, a president, and a dean of students.
President-emeritus Witherspoon was a man whose leader­
ship style showed a high concern for people— a 1,9. When 
John Appleton, then a professor, made a speech containing a 
somewhat derogatory comment about J. W. Framingham, a big 
donor and well known citizen of the town, President McAndrews 
asked Witherspoon to talk to Appleton about the speech. 
According to Witherspoon, "Prexy McAndrews thinks I can
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handle you better." Indeed, Witherspoon knew how to relate 
to others. He said to Appleton, "But I claim the various 
privileges of old friendship and advanced age, so I asked 
you to come here as much for my own enlightenment as 
anything else" (_33^  1963, p. 99). Appleton listened to 
Witherspoon and tried to go along with his wishes and 
apologize to the daughter of Framingham because Witherspoon 
used referent power.
Whereas Witherspoon was positively portrayed, Bruce 
Clanronald McAndrews, the president of Spring Valley College, 
was negatively portrayed. His qualifications were related 
as follows:
In 1932 Bruce Clanronald McAndrews had won out 
in an easy contest over two worthy prospects. The 
Spring Valley trustees decided that one gentleman 
had too much theology in his background; and the 
other gentleman did not measure up in personal inter­
views. B. C. McAndrews was safely Presbyterian, and 
with his iron-grey, crew-cut hair--he was only forty- 
four at the time— he imparted a sense of honesty, 
wisdom, strength and intellect that the trustees 
unanimously agreed was exactly what they wanted.
His qualifications were almost too good to be true: 
he was a small-college man— Dartmouth '10— and a 
Rhodes scholar, track man, Phi Beta Kappa, war 
veteran, husband of a Wellesley graduate, father of 
four children, Ph.D. (Harvard), and had a clean 
record as teacher and administrator at Wesleyan,
Rutgers, and Princeton, with the emphasis on the 
administrative side. Looking at him you could 
almost see him drying his hair after his morning 
cold shower and losing no time in trivialities as he 
buckled down to the day's work, and yet he did not 
give that undesirable impression of the go-getter.
"Quiet strength, with no frills," was one trustee's 
summation for himself and his colleagues. They 
liked his frankness, too (33, 1963, pp. 204-05).
His tasks were varied. He was expected to hold 
faculty receptions and other receptions for guests; but since
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his wife was an institutionalized alcoholic, that responsi­
bility fell to the Appletons. When McAndrews assumed the 
presidency, he indicated that he would evaluate all teachers 
and courses and attend regional alumni dinners as expected. 
His forte, however, was in the area of business management. 
For example, he planned to economize as the following quote 
illustrated:
The changes that everyone expected were 
immediately apparent, but not revolutionary.
"Economy is the watchword," said a little card 
that was hung in every class and dormitory room.
"Please turn out the lights when not in use." A 
pat of butter in the students' cafeteria now cost 
a cent. With the cooperation of the chemistry 
department the water in the swimming-pool was made 
to last twice as long. A twenty-five cent charge 
was made for catalogues to prospective students.
The students' annual breakage fee of $7.50 was 
declared non-returnable. Administrative and faculty 
personnel were required to sign slips for all non­
local telephone calls. Smoking restrictions were 
placed on the library, laboratories and various 
hallways, with suspension the punishment for infrac­
tions, thereby effecting a saving in insurance rates.
"No matter what I do, there'll be some grumbling," 
said Bruce McAndrews to Elisabeth. "But at the end 
of the year they'll know one thing— at least the 
trustees will. I'll have reduced expenditures and 
added a little income, enough to pay my salary and 
old Witherspoon's pension" (3_3, 1963, pp. 210-11).
Often, his image was more admirable than his actual per­
formance. For example, he said he would put his honorarium 
from the alumni for travel into the faculty loan fund which 
was low; however, he soon drew his money out for his own 
expenses (3_3 , 1963, p. 212). He felt that students were 
"congenital complainers" (33, 1963, p. 212), and he attended 
football practice, at least, once a week so that he could
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get his picture in the newspaper.
Though he attempted to keep his public image 
positive, it was obvious that when needed he was an inacces­
sible bureaucrat.
This informality apparently contradicted the grow­
ing legend of his aloofness, but the legend per­
sisted. No one lower in the academic ranks than 
associate professor was encouraged to ask for 
personal interviews. In respect to undergraduates' 
requests to see him he would say "That's what we 
have deans for," and when instructors and assistant 
professors, men of John Appleton's rank, wanted to 
see him he would suggest that the man "take it up 
with the head of your department" (33, 1963, p.
212) .
McAndrews' leadership style was best classified as 
a 5,5. He was mediocre in his relations with people and in 
performance of his job. For example:
Bruce Clanronald McAndrews' problem was not 
alcohol, nor did he appear to have any problems 
that might develop into the alcohol problem. At 
forty-four he could look back upon the preceding 
twenty-two years, and think of the second half of 
his life thus far as a time of industry and struggle; 
he could look forward to his remaining years as a 
reward for his self-discipline, his conscientiousness, 
his self-abnegation. He had always kept out of 
trouble of whatever kind, antagonizing almost no 
one, and remaining true to his Yankee-Scots heritage 
by refusing to show off. He was known for his 
dependability, and he was aware of the recurrence of 
the word in his record. On several occasions while 
serving as an administrator he had been called upon 
to fill in as substitute teacher, and in each case 
his performance had been conscientious, self-abnegating, 
and adequate. The brilliance, and the reputation for 
brilliance, he was satisfied to leave to other men, for 
he had observed that brilliant teachers do not become 
college presidents, and college presidents last 
forever. It had all worked out according to plan, 
and at forty-four he could foresee a life of honorable 
occupation, honors, and solid financial security.
(33, 1963, p. 209).
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John Appleton, on the other hand, was a very popular 
dean with the students and with the faculty, exhibiting a 
1,9 leadership style. It was only for political reasons 
that another, and not he, was chosen to succeed McAndrews 
to the presidency. As the following quote explained:
The defeat of John Appleton for the presidency 
of Spring Valley College was not accomplished by 
Bruce Clanronald McAndrews, by Evangeline Ditson, 
or by anyone else who consciously wanted him defeated. 
Nor was it caused by gossip, envy, Elizabeth 
Appleton's eager campaign, or any of the factors thus 
far noted that singly or collectively might be con­
sidered as having militated against him. John 
Appleton was defeated by a perverse exercise of power 
by a small group of men who resented and resisted 
Appleton because he was too frequently called the 
logical and obvious choice for the job; and for those 
men, the trustees of Spring Valley, to yield to such 
pressure would have been to surrender their most 
dramatic privilege (33. 1963, p. 284).
A combination of the enemies a man can make while in office
and John's lack of aggressiveness, probably, contributed to
his defeat.
John was hired as dean by McAndrews, who, it was 
revealed, needed someone other than himself to handle a 
student matter, a fraternity hazing. In discussing the 
matter, McAndrews illustrated his concern for his own image, 
the nature of a dean's job, and the use of legitimate power 
and reward power:
"The Associated Press and the Pittsburgh papers 
have been after me all day."
"Then I think you ought to lose no time in call­
ing together the Interfraternity Council. You make 
a statement in which you say that the council has made 
the following decision. That gets you off the hook."
“Well, you may have something there. But it will 
be better for the college if you handle it. If you
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speak for the college, it will get into the papers 
as 'Acting Dean John Appleton says,' and not 
'President McAndrews says.* In other words, treat 
it as something on the dean's level. Once I get in 
it, the college itself is involved, but if you take 
care of it, it'll just be a disciplinary matter on 
a lower level. Sort of a family squabble."
"And not worth the attention of the president?"
"Exactly."
"Well, I guess that's part of my job, to take the 
heat off the president."
"I don't know that I like the way you put it, 
John, but that's my thought. I've had to do the same 
thing when I was at other colleges. You know, I 
could have ordered you to take this responsibility 
as part of your duties, but I don't like to order 
anybody to do anything unless it becomes absolutely 
necessary.
"Very efficient," said McAndrews. "You know,
John, this is very valuable experience for you, 
although it may not seem so at the moment. Some day 
you'll be sitting on this side of the desk."
"I appreciate the compliment, but a lot of things 
can happen before I'd even be considered."
"Nevertheless, when you are considered— and I 
have a feeling you will be— I'll remember how well 
you handled this" (33, 1963, pp. 224-25).
John met with the concerned parties, was described as 
handling the situation "masterly," and became a "hero 
overnight" (3J3, 1963, p. 228). McAndrews was, of course, 
disappointed with John's personal success. It was obvious 
from John's successes that his personality fit the organiza­
tional theory of human relations.
Blake Tillotson in The Small Room by Mary Sarton was 
portrayed positively as the president of an exclusive small 
college for women, Appleton. He was, contradictorily, a 
"nice guy," according to the faculty, because he had "pretty 
well failed as a money raiser" (^3, 1961, p. 54). He was
165
described as having a "shrewd kindly face, that of a small­
town banker." He had been "a Unitarian minister, had worked 
with the Service Committee in Germany after the war, and 
. . . had written a book about that experience" (4j3, 1961,
p. 53) .
His relationship with the staff was excellent; and 
although his source of power was both legitimate and 
referent, he stressed the latter. In dealing with students, 
he preferred to rely on human relations rather than on 
rules. For example, at a discipline hearing for Agnes, a 
student who was spending too much time on her subject of 
interest and neglecting her other studies, Lucy, a faculty 
member, sensed that Tillotson was "on the student's side"
(43, 1961, p. 67). Later, when a student was caught cheating, 
his task as president was explained as follows: "'Poor
Blake,' Jack murmured to himself. 'When the whole business 
stinks like a piece of rotten meat in a garbage can, when the 
maggots are at it, it will finally reach him, and he will have 
to deal with it'" (43, 1961, p. 148). In addition to dealing 
with faculty and student matters, he was depicted in his 
relationship with Miss Olive Hunt, donor and trustee, as he 
raised funds and struggled to hire a psychiatrist for the 
benefit of students.
Tillotson's leadership style was classified as a 
9,9— a high concern for people and a high concern for task.
His personality best fit the human relations theory.
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Two deans were portrayed as they were "seated on 
Gothic thrones between life-size plaster casts of Pallas 
Athene and Apollo" at Agnes' discipline hearing. The dean 
of the college, "an elderly pencil-thin lady (very defin­
itely 'a lady') was rumored to have a sense of humor"
(43, 1961, p. 64) and was, like Tillotson, a human rela­
tions administrator. Miss Valentine, the academic dean, "a 
handsome middle-aged woman with a rather bad surface, 
enhanced by jet-black hair," was a bureaucratic administra­
tor. The following quote presented her explanation of 
Agnes' case to the faculty at the discipline hearing:
Miss Valentine, replacing the President at the 
lectern, was visibly tense. She had a rather flat 
voice and this, or possibly the attitude it revealed, 
which was one of controlled irritation, Lucy found 
chilling. The case concerned Agnes Skeffington, a 
Senior who had been, it appeared, a model student, 
able in all her work, brilliant in the field of 
mathematics. But lately she had become absorbed 
in a mathematical problem, to the exclusion of 
every other responsibility. She had cut most of 
her classes, even in Carryl Cope's advanced mediaeval 
history (this, Lucy suspected, might be l£se majesty); 
she had handed in no papers; had failed to appear at 
any of the meetings of a House Committee of which she 
was presiding officer; "in fact," Miss Valentine 
ended, "she has, to all intents and purposes, with­
drawn from the college. I have had several talks with 
her, and her attitude remains adamant; she will make 
up required work when she has completed the problem 
which, she insists, demands her undivided attention 
at present" (£3, 1961, pp. 64-65).
Miss Valentine could not conceal a frown when Agnes was
allowed to remain in school. "She walked off the stage and
disappeared" as the other dean and the president came down
to talk with the staff (j!3, 1961, p. 70) . Concerning Jane
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Seaman, the student caught cheating, she said "this whole 
affair has made a farce of their authority" (4J3, 1961, 
p. 174).
Two, Three, Many More by Nicholas Von Hoffman was 
a relativistic novel concerning a series of student protests 
at a large university culminating in the injury of many 
students and the death of one. No one in the novel was 
portrayed in a very positive fashion as the students, faculty, 
and administrators were drawn into events beyond their con­
trol. The administration, in its prolonged inaction and 
incorrect action, came off the worst, however. The 
university was a large system with about 2 8,000 students. In 
the period of time covered by the novel, groups of students 
protested various issues; and the events were recorded in 
interviews from the Verbal History Project, letters, tele­
grams, police reports, news articles, etc. The incidents 
included two major events: first, the seizure of Renneker
Hall and second, and more seriously, the seizure of Rypon 
Hall by an Afro organization and the seizure of Fletcher Hall 
by a radical group. Both incidents were precipitated by the 
speech of a known agitator and the administration's attempt 
to stop that speech with Regulation XXVII. Two deans were 
juxtaposed against one another— Dean Pomfret and Assistant 
Dean McTavish. The task of the deans was to handle student 
matters and discipline. Also, Chancellor McVey and President 
Hungerford were characterized in the novel.
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Chancellor McVey was a man striving for balance. As 
such, his leadership style was classified as a 5,5. Presi­
dent Hungerford, however, was described as a 9,1. As 
bureaucrats, though, both men were defensive. The following 
quote depicts McVey as he attempted to justify Regulation 
XXVII:
"The purpose of Regulation XXVII is to prevent 
outside groups from using this institution for non- 
academic, non-educational objectives which have 
nothing to do with the true usages of a university.
It was not meant to place any kind of limitation, 
censorship, or prior restraint on the expression of 
ideas. This being the case, I can't conceive that 
a meeting at which so distinguished a man as Norman 
Thomas is the major speaker could offend against 
Regulation XXVII. That isn't what the regulation 
was designed for."— Chancellor A. A. McVey, as 
quoted in an interview in the Daily Review (47.,
1969, p. 47).
After an agreement was reached with students to give up 
Renneker Hall, McVey again defended the administration's 
position:
McVey then goes on to relate his version of the 
talks, repeating that they were not negotiations, 
that it was impossible for any detached person to 
call the outcome a capitulation or an SDS victory.
The chancellor's position was that the Four Points 
were essentially three— amnesty, a new disciplinary 
procedure for students, and changing Regulation 
XXVII. He disposed of amnesty for the Norman Thomas 
Five by pointing out that since they had not been 
charged with anything the furor was gratuitous. On 
the other two questions, he said he would recommend 
to the president that committees, with student 
representation on both, be appointed to study the 
problems and make recommendations. He also promised 
to support the committee's findings (£7, 1969, 
pp. 103-04).
Later, the administration did not carry through with its part 
of the agreement.
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McVey was, also, characterized as unable to make 
decisions. For example, in another defensive statement, 
he said:
I was not going to do anything precipitous. There 
was also the possibility of over-reaction. I was 
sensitive to this. There had been incidents from 
Harvard to UCLA of students detaining people for a 
few hours, and nothing much came of it. The black 
students at Columbia held a dean captive for nearly 
twenty-four hours, and it worked out all right. I 
mention this by way of rebuttal to those who have 
said the Administration was oblivious to the history 
and tactics of these things. Lastly, President 
Hungerford was at NYU giving a speech, and I 
preferred to await his return. Naturally, we 
talked on the phone (_47, 1969, p. 115) .
As a bureaucrat is wont to do, McVey often told the public
that the "University was functioning normally" when it was
not (47, 1969, p. 195).
In addition to his public relations task, McVey 
dealt with the faculty. The following excerpt summarized 
his talk to the faculty about the events on campus:
Everybody's heard what happened in Tappan Hall 
Lounge. I don't have anything special to add.
There were hundreds of faculty there. Don't ask me 
who. McVey just walked in and asked for the floor 
and announced it. The calm voice, quite in possession 
of himself, but not hard. I'd like to remind you that 
before this started, A. A. McVey was a very popular 
man here. People had tremendous respect for him, and 
I still do. Well, I do and I don't. So he was the 
same McVey he'd always been, calm, polite, not just 
rational, attentive, a sensitive man, and they knew 
that and they wanted to hear him. He didn't handle 
it well, but he was tired. Twenty-four, thirty-six 
hours no sleep, so he was abrupt, abrupt for him.
"I'm afraid I have an announcement to make which many 
here may disagree with, but the gym has just been 
bombed, there are five (or was it six) buildings 
occupied and a mob running amuck through the Square.
As a consequence President Hungerford has called the 
police to restore order. They are assembling on 
campus now." That ultra reasonable way he talks. I
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don't have the exact wording, but I know the last 
thing he said was the cops were already here. The 
reaction was terrible. People on their chairs 
shouting, "I resign! Shame! Fascist!" I don't know 
what McVey thought. He left the room almost 
immediately. I was supposed to stay and take a 
sounding before reporting back to Rennecker where 
McVey returned, so I really got a taste of it. I 
mean, it was obvious McVey was finished here, too 
(47, 1969, pp. 218-19).
President Hungerford was portrayed more as a business 
man than as an academician. He was depicted before a senate 
investigating committee in his role as head of the university 
which had sponsored Sparkle toothpaste. His and the 
university's shady business dealings were illustrated in the 
following quote:
Television made a culprit of Hungerford. He came 
on the six-o'clock news looking nothing like the 
gowned figure in velvet cowl and mortarboard treading 
behind marshals, regents, trustees, provosts, chan­
cellors, doctors, and docents to preside at convoca­
tions, there to bestow degrees, adulthood, a place 
in the world from a high chair resembling a throne.
On television he was in a business suit, a fuzzy, 
oldish man, drawn indistinctly by electronic lines.
After a day or so even his friends were bothered by 
the impression he was making. They were astonished 
that words which sounded so judiciously prudent when 
uttered in his office were evasive on TV, that he 
came across as inept— hypocritical, but worst of all, 
inept.
He was disadvantaged by the scene, a single man 
at a table looking upward at six semi-circular 
senatorial faces. It was a television tableau a 
generation could recognize. They had placed him 
where the investigated, the exposed, the denounced, 
the reprobated have sat explaining, sulking, 
embarrassed, indignant, taking the Fifth, whispering 
to their lawyers, pleading to be put in their own 
context, gangsters, Klansmen, communists, sinking 
politicians, unlucky lobbyists, Minutemen, cornered 
monopolists, spies, swindlers, connivers, influence 
men.
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THE SENATOR: Dr. Hungerford, does your insti­
tution have a direct interest in this legislation?
HUNGERFORD: Scientists working in the labora­
tories of many universities make discoveries, which 
are subsequently patented by the school in question 
and then licensed. At some institutions it's a 
valuable source of income, Senator.
THE SENATOR: I was asking if your institution
would profit from this law? Does your university 
benefit from such patents?
HUNGERFORD: Not directly.
THE SENATOR: You're being ingenuous, Dr.
Hungerford. I think you know that I'm asking about 
a substance with the trade name of Corex-B, exclus­
ively licensed for use in Sparkle toothpaste, 
manufactured by Willard Brothers, International. As 
I understand it, Doctor, your university makes a 
certain amount of money from every tube of Sparkle 
sold. Now, what I'd like to know is how much money 
do you make? How did it come about that the 
University is participating in this arrangement and 
what is your relationship to Willard Brothers, 
International? (47, 1969, pp. 64-65).
Hungerford spent so much time dealing with business 
matters that he became detached from students and university 
life. As one professor noted, "Hungerford, you know the way 
he does, he humphs himself up so he looks like a bladder with 
a bow tie and a business suit,- and tells me I'm naive. This 
man who has spent the last generation with millionaires and 
has no better idea of what is happening on the streets of 
America than the, well, Joint Chiefs of Staff" (4J7, 1969, 
p. 130) .
An excellent comparison of McVey and Hungerford 
was presented in the following excerpt:
Hungerford wanted to have the extraordinary 
convocation. He wanted to assemble the entire 
University in the football stadium. Talk to them.
I didn't understand what he thought he'd accom­
plish. Nothing maybe. You know, I have a hunch
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now— I don't know what I thought then— that he 
knew it was over, him and the University, and he 
wanted to go out looking good. He said, he said 
it more than once, "I don't want to be like 
Grayson Kirk," meaning that Kirk at Columbia had 
never faced the student body and had hidden away 
during the time of the revolution there. But 
Martin Hungerford believed he was right. He 
believed in himself. God, like the Bourbons. A 
little Bourbon king, that's what he was. I do 
believe what he suffered from more than anything 
else was that he couldn’t measure up to what he 
thought he should be. He was gutty, you’ve got to 
give that to him. I never thought much of him. I 
mean, he was a blunderer, never knew what was going 
on, but he had a sense of himself. Ridiculous. 
Pathetic. He'd sit there collapsed, quiet, probably 
dead from lack of sleep, and then you could almost 
see him make the effort, blow himself up and hold 
the pose till the air went out of him again.
McVey was different, holding on to the little 
pieces, worrying about stray legalisms, cautious, 
gave you the idea he knew what he was doing, 
methodical, but he never did anything. He was 
against the convocation idea. He kept reminding 
Hungerford of what happened at Berkeley in the Greek 
Theater when Kerr faced the students and Mario Savio 
tried to get to the microphone and campus security 
stopped him and dragged him off stage. I think the 
real reason McVey was against the convocation was 
the fear that Hungerford would get up in front of 
the thousands and botch it, which he probably would 
have. Hungerford may have sensed what McVey was 
thinking, because I remember him saying something 
touching. You had to feel sorry for him. "I know 
what I look like. I am a short, stout, little grey 
man. It's as apparent to me as it is to everybody 
else that I lack charisma. But I'm the president 
of the University." He said it to McVey while they 
were wasting hours trying to decide about the con­
vocation. That's the way he talks, moving from one 
still pose to another, and nothing in between his 
little declamations. They say the office can make 
the man. With Hungerford, the more I saw of him 
the more the thought came to me the office kept him 
in existence. Now he's gone and you hear his name, 
that he's doing this or that, but I don't believe 
it. I think when he left the presidency he went 
into non-existence; the job and the personality had 
fused. I don't see what mode of life was possible 
for him without the job (41_, 1969, pp. 210-11) .
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Dean Pomfret was depicted as living in the past.
His leadership style was near a 1,9; yet, he was a bureau- 
crat. His source of power seemed to be primarily referent. 
On the other hand, McTavish, though also a bureaucrat, was a 
9,1 leader and used coercive power most often. In the 
following excerpt, McTavish described Dean Pomfret:
"Think they're up to something and not telling 
you? That it? A secret tactic?" Blackie was press­
ing for something specific to use before talking to 
Dean Pomfret, a job that won him Yaldell's sympathy.
"I know college boys," Pomfret loved to say. College 
girls were excluded, perhaps because in the Dean's 
experience--he was two years from retirement—  
college girls almost never got into trouble. "Oh, 
you talk about riots and such. I have to chuckle.
My Lord, I can recall some unbelievable episodes 
here, right in the Square. You'd have thought they 
were going to burn down the college. At the risk of 
sounding like an old, old man— and I know that's a 
sin now, to be nearer the grave than the next fellow—
I sometimes think the only useful thing I've learned—  
I'm talking about personal facts— is that the world 
didn't start with me. It's an exasperating thing to 
tell the young, that there isn't too much new under 
the sun, the atomic theory being as old as Democritus, 
that entire lecture, oft repeated, it's exasperating, 
but it's not given by us old men just to make the 
young feel small and inconsequential. If you remember 
it, you remember to suspend judgment, keep your 
balance, and let things work themselves out naturally, 
as they often do. Take that from an old man, if not 
as something proved, take it on faith."
Pomfret also had the reputation of being an easy, for­
giving disciplinarian who'd talk your ear off, 
reminiscing about the University— he'd been there 
more than forty years— and then conclude by saying, 
"You won't let it happen again, I'm sure, so let's 
pretend it didn't happen, all right?"
It was said that short of murder, Dean Pomfret 
wouldn't throw anybody out of school. He was unper- 
turbable. Bad marks ("Good grades and scholarship 
have an accidental connection to my way of thinking"), 
drinking bouts, marijuana ("I'm sure the college boy
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of the past would have experimented with it, if only 
he'd known about it"), sex ("Nothing you can do about 
that except keep it as much out of sight as possible. 
That's why I always tell these unfortunate girls 
who've gone too far they should drop out for a 
semester and have their babies"), radical politics 
("We've had that before"). The trick was to get in 
to see Pomfret to be forgiven by him, but it wasn't 
easy. There was Blackie McTavish, the Dean of Men, 
the Dean of Women, and an entire corps of sub-deans 
to skirt first.
In My opinion Dean Pomfret never recognized the 
changes that had taken place here. He was still 
operating on the paternal model of a gentlemen's 
academy. Oh, we use computers in this office, but 
our underlying organization and approach was that 
of the thirties and forties. For example, although 
I urged Dean Pomfret to have regular meetings of 
the deans' staffs, he preferred to deal with people 
on a one-to-one basis, inviting them to his club or 
home to dinner. That was fine when there were only 
a handful of people here, but we occupy a whole 
building! A whole building! And under his system 
internal communications, coherent policy development 
have broken down.
MCTAVISH: I think so. He was always forward
looking in this area. He extended himself personally 
. . . surprising in a man his age. He went recruit­
ing for students into ghetto high schools. Black 
students could always get in to see him immediately, 
but even there we had no overall program, a higgledy- 
piggledy of overlapping, ad hoc expedients. I don't 
want to detract from Dean Pomfret's leadership in 
this area.
MCTAVISH: Certainly, in many ways. He pioneered
setting up student psychiatric services. He did many 
things, made many important contributions to this 
school and to unversity administration in general.
My criticism is that his style remained, well, I said 
"paternal"— I believe that's the word I used. And I 
think he underestimated the force of student 
radicalism. Equated it to panty raids and the 
fraternity hazing of his own youth (47, 196 9, pp. 
79-80).
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McTavish, by contrast, was an authoritarian and a 
skeptic. In his opinion, "you have to arrange to work 
things out, and that requires effort, planning, sacrifice, 
and self-discipline, a point of view you might expect from 
a man who was a line infantry officer in World War II, came 
home to do his graduate work, and went off again to see 
combat in Korea" (4J7, 1969, pp. 76-77) .
Minor characters. The provost, Miles Drinkwater, in 
The Witch's House by Charlotte Armstrong was a negatively 
portrayed minor character. When Mrs. O'Shea reported the 
disappearance of her husband, a science professor, Drinkwater 
could only think of the image of the school. He did not like 
to "contemplate scandalous rumors" (JL, 1972, p. 43) . His 
public image was one of "sympathy and reassurance" (JL, 1972, 
p. 42). In fact, he had a "rich tenor voice well practiced 
in the art of rolling out phrases of sympathy and reassur­
ance" (JL, 1972, p. 42). Yet, in reality, he feared for the 
image of the school and was the kind of administrator who 
disliked students. For example, he thought:
How he hated them! The Provost clamped down on 
the familiar surge of this emotion. Damned smart- 
alecky kids. Oh so shrewd, so bright-eyed, so quick 
to use their potent energies for troublemaking. But 
so unteachable, most of them. So full of their own 
conceit. Hypocrites. Apple-polishers. Always 
trying to fool their elders, get good grades for no 
honest work done, work some angle. . . . Smart 
alecks! (JL, 1972, p. 45).
Drinkwater was a bureaucratic type. He was cautious, 
concerned with his image, and aware of his authority.
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The students were now streaming through the 
building, giving the usual impression of total 
confusion, although each individual was purpose­
fully going somewhere and would get there. The 
Provost stood in his little island of unbuffeted 
space, given as due in his rank and authority, 
and looked benign (^ , 1972, p. 44).
He was, also, depicted as impersonal. For example, when
talking to Mrs. O'Shea, he thought:
The Provost checked himself. He was not really 
a brutal man. He had human compassion. He was 
truly sorry for this poor young wife. He was inclined 
to believe, with her, that only tragedy explained the 
events. Still, he ought not to argue, to her, that 
her husband was dead, by accident, on that mountain.
Even though this was, in his view, not the best, not 
the happiest, not the most desirable solution, but 
the simplest, certainly. A simple accident in an 
automobile. Tragic loss of a bright young man. And 
a "nine days' wonder."
The Provost was fond of declaring, at dinner 
parties his unchecked theory about the origin of that 
phrase. He would say, twinkling, that a "nine days' 
wonder" was actually the observation of a truth, made 
by generations of the folk. Empirical knowledge.
Nine days was the exact time it took for news to 
become stale.
He thought, now, that a tragic accident was of 
course tragic, but after nine days it would be for­
gotten by everyone— except Mrs. O'Shea, naturally 
(1, 1972, p. 124).
In addition to performing in the task areas of staff 
personnel and pupil personnel, Drinkwater had to face the 
press, a part of his community school leadership task, after 
O'Shea was found.
He braced himself. The Press was downstairs.
Well. His school was a good school, a great school. 
Those young people, up there, were good young people.
The Adams girl was a good kid. There were 
thousands of good kids on his campus. Many fine 
teachers. None of them were going to be hurt if he 
could help it. He'd deal with the press. He had 
his skills (1, 1972, p. 175).
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Dr. Schott was the president of Wiconico State 
Teachers College in The End of the Road by John Barth. 
Manic-depressive Jake Horner, at his therapist's suggestion 
as part of his mythotherapy, took a job at the college 
teaching prescriptive grammar. The novel related Horner's 
affair with Rennie Morgan, the wife of a colleague, and 
her death resulting from an abortion. The president was 
depicted in his role inside the university as he interacted 
with the staff and was involved in Jake's interview. Schott 
hired Jake and dealt with finances in doing so. According 
to Dr. Schott, "We don't pay what they pay at big 
universities! Can't afford it!" (£, 1958, p. 43). At 
and following the funeral of Rennie, the president, also, 
exhibited his role outside the university. As spokesman for 
the university, he performed in the task area of community 
school leadership when he informed the newspapers of Rennie's 
death. Jake thought, "Dr. Schott must have been a power in 
the community" (_4, 1958, p. 202).
Dr. Schott, described as a "gray, fatherly gentleman" 
who was of "an exclamatory nature" was portrayed as he used 
reward power in hiring Jake to teach at the college (4^,
1958, p. 16) .
In The Cat's Pajamas by Peter DeVries, the life of 
Hank Tattersall was traced in its decline, a life which 
ended with his impoverished death while he was stuck in a 
dog door out in the snow. A college president and dean were
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portrayed as the story opened with Tattersall married and 
teaching at a college- The incident that brought Tattersall, 
the dean, and the president together was an occasion wherein 
a male student and female student had been caught in bed 
together in a dormitory room. This case and the Saturday 
curfew rule, led to a student demonstration in which 
Tattersall became involved. The president's role as conflict 
mediator in the task areas of pupil personnel and community 
school leadership were portrayed as he posed with student 
leaders.
They quite resembled a vast porridge being stirred 
by an invisible authoritative ladle. On one cir­
cuit he saw President Mattock and Dean Shaffer 
posing with the student ringleaders for some news­
paper photographs. They smiled in a simulated 
tableau of amicably Hearing the Young People Out, 
and as if in balanced rejection of any implication 
that youth was Going to the Dogs. One of the 
ringleaders was not too fortunate a spokesman for 
the cause, having, in a way, compromised it 
(11, 1968, p. 82).
When the president saw that Tattersall was demonstrating on
the side of the students, Mattock was described as follows:
The President's face, which looked like a pot 
of tomatoes the best of times, now positively 
blazed, as though it had caught fire, while the 
Dean simply looked at the ground with his crap- 
kicking smile, as though it was he who had been 
caught with the girl, and was a devil.
"Do you have a statement to make about all 
this?" one of the reporters asked the President.
"Just that there will be an amergency meeting 
of the discipline committee in my office in 
exactly one hour," the President said, and turned 
on his heel and strode away (13., 1968, p. 84) .
The president called a meeting of the discipline committee
of which Tattersall was a member. In talking to Tattersall,
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the president explained the cause of the meeting.
"To consider you! As you very well know. Your 
insubordination— which I make no bones about call­
ing it- This is real malfeasance. What right have 
you to march in a demonstration aimed at a committee 
of which you are a member? Up to now anyway," the 
President added darkly. If one might not more 
accurately say brightly, for his face glowed danger­
ously again. He ground his teeth wretchedly a 
moment, and then said, "Do you march against 
yourself, man!" (11, 1968, p. 85).
The president, employing coercive power, explained that
Tattersall's involvement in this demonstration could result
in a request for his resignation. When Tattersall told the
committee that he was going to resign anyway, the president
was obviously pleased though he attempted to mask his
pleasure. Throughout the committee meeting, the president
exhibited a 9,1 leadership style and bureaucratic behavior
as he sat "magisterially trying to hear everyone out" (11,
1968, p. 84) .
The dean was much more negatively described. He 
could make no decisions on his own. For example, he phoned 
faculty members to ask if he should ignore a student panty 
raid (1JL, 1968, p. 72). Later, in the discipline matter,
his 1,1 leadership style was again portrayed.
"What do you think, Dean?"
"I'm in agreement."
"With whom— Edmonds and Tattersall, or me?"
This was hard on the Dean, who tried to take 
both sides of every question, not merely, like 
Edmonds, weigh them with a view to selecting one.
The fence-straddling was in turn hard on the
President. It was an open secret that the Dean's 
definite maybes were chief among the factors under­
mining the President's health; that another mouthful
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of mush would kill him, by bringing on another 
duodenal crisis.
"I agree with you absolutely that Tattersall's 
action was imprudent from one point of view," the 
Dean said, "but that by sheer luck it may turn out 
in our favor." While the President sat magisterially 
trying to hear everyone out before deciding whether 
to release unto them Barabbas or another, the Dean, 
his chins making him look more than ever like a 
pelican, took the opportunity to glance at Hartack 
as someone to whom plain disapproval could be 
safely directed. "Once we know what in the world 
Hartack is doing here" 1968, p. 86).
The president of a university was depicted in Arfive 
by A. B. Guthrie, Jr., as he gave a graduation speech.
The president stalked to the stand and ruffled 
his papers. After hemming and hawing a little, he 
lined himself out. His subject, the program said, 
was "Twentieth-Century Education." By virtue of 
learning, he assured all, these young people would 
make a better stab at things than people before 
had. They had the education and the youth and the 
will. Improvement was sure. The future shone (15,
1971, p. 162).
He was described as "circling the same track" and when he had 
finished, the author wrote that "the headman had dried up" 
(15, 1971, p. 162).
John Hersey in Too Far to Walk portrayed two
university deans. The first dean, the Freshman Dean, was an 
absentee character shown in the task area of pupil personnel. 
His role in the bureaucracy was obvious in its impact on John 
Fist, the central character.
. . . John suddenly thought of having sat in the
Freshman Dean's office, one day the year before, 
and having caught a glimpse of a number beside his 
name on his record card on the Dean's desk: 3M242S26.
He had seen the number only a few moments,but it was 
as if cicatrized now across his forehead. What was 
it? Was it a code for all of his abilities and
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accomplishments? Or did it stand for him— his 
data-processed self? His Fist-machine program?
He was now at home; his excited mother was trembling 
upstairs for her cub— yet as Mona spoke of the 
African ritualist bending over the thighs of the 
girl with his special knives, John was overcome with 
a horror of the impersonality, the inhumanity of the 
big machine of life for which he was being educated.
(17, 1966, p. 108).
The other dean, Dean Littlegas, sent a note request­
ing that John Fist come to his office following John's 
involvement in a demonstration. As with other administra­
tors in some of the selected novels, this man "was famous 
on campus for having a speech impediment— namely, whenever 
he opened his mouth a little frog jumped out, in the form 
of a clichfe" (17, 1966, p. 147). This dean, who was, also, 
a railroad enthusiast, was described as follows:
As the tour continued, John had a good look at 
the Dean. Dean Littlegas was spoken of as one of 
the faculty's Young Turks, but he looked to John 
neither young nor capable of toting a scimitar; he 
seemed gentle, he was almost totally bald, and he 
wore odd-ball spectacles, with metal-rimmed lenses 
which were rather small and perfectly circular, so 
that he seemed to be peering at the world through a 
couple of stamp-collector's magnifying glasses 
U7, 1966, p. 147) .
Littlegas' task as a dean was in the area of pupil personnel 
and consisted of disciplining John by suggesting that he 
"take a year off— think things through." (17., 1966, p. 147). 
John intimated that Littlegas was a bureaucrat whose leader­
ship style was a high concern for production, a 9,1 style. 
Also, the following quote suggested that Littlegas' power 
was coercive:
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What made it infuriating was that the oaf had 
power. John hated bossism, and this guy, pretending 
to be a healer, was pure boss. He saw how Dean 
Littlegas sucked the life out of students, his own 
inner vitality deriving from the sense of power he 
got from manipulating young human beings. Baker, 
grow fat upon the keading of they dough! John saw 
the humble-seeming Dean as an undercover positivist, 
secretly an Ayn Rand type, a Me-Firster, believing 
in the survival, not necessarily of the fittest and 
certainly not of the best, but of the shrewdest and 
best-situated. He hid his self-serving autocracy 
in these thickets of cliches, and in his little 
bursts of solicitude. His dictatorship was capricious 
and irresponsible: throw this student out, pardon
this one, advise this one to take a year off— all the 
while banking on the resilience of youth to compensate 
for errors in his judgment, lapses that might prove to 
have been almost criminal. His guideline was what 
would work, his test was getting away with it. A 
person was not supposed to live, he was supposed to 
function (17, 1966, p. 149).
President Dorlacker of Whitby University in Rich 
Man, Poor Man by Irwin Shaw was briefly portrayed as a minor 
character. This "new, youngish, brisk man from Harvard" was 
shown in a positive manner as he dealt with the board, from 
whom he "stood for no nonsense" (4_4, 196 9, p. 538) . He was 
involved in decision making on endowments and internal 
finances, a wing for the library, a parking lot, and freedom 
of speech. When a board member was upset by an editorial in 
the student newspaper advocating a ban-the-bomb demonstration, 
the board member wanted the editor disciplined. The president 
replied that it "was his opinion that a university was not the 
place to put down freedom of speech in America" (^4, 1969, 
p. 538). Dorlacker, also, favored rehiring Professor Lawrence 
Denton who had resigned from Whitby during the McCarthy era.
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According to Dorlacker, "Fortunately, that [the McCarthy 
era] is far behind us, and we can judge a man by his 
abilities alone. I, for one, am happy to be able to demon­
strate that Whitby is guided by strict scholastic standards" 
(44, 1969, p. 541). When Rudy Jordache, as mayor, called 
for police to enter the campus, Dorlacker opposed the action. 
Although Dorlacker was held in a building along with others, 
he was disturbed that tear gas was used on students. Upon 
leaving the building, he said, "I'm not talking to you 
Jordache. . . .I'm making a statement to the press
tomorrow and you can find out what I think of you if you'll 
buy your own paper tomorrow night" (44, 1969, p. 637).
Absentee characters. An absentee dean and president 
were briefly portrayed in John Leggett's Who Took the Gold 
Away, a novel which depicted the course of friendship and 
enmity for Pierce Jay and Benjamin Moseley, the narrator, 
who met at Yale in 1938. The dean's tasks included his 
dealing with pupil personnel as he maintained a "cut list" 
and instruction as he arranged for students' coursework. 
According to Pierce, the dean was "behind the times," arrang­
ing their study "like a balanced meal, a little of this and 
a little of that. The Dean's a dietician" (.25, 1969, p. 162).
In the same novel, the president was negatively 
portrayed as an impersonal bureaucrat, concerned with the 
community and endowments but not with undergraduates.
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Official, corporate, pedagogic Yale— that so 
well portrayed by awesome, waxy President Seymour 
in his fur-collared tycoon coat as, walking stick 
aswing, he strode up the steps of Woodbridge Hall—  
rarely encountered callow, heedless, boisterous, 
delinquent undergraduate Yale. They occupied the 
university grounds and buildings in uneasy truce, 
meeting as required in classrooms and, when it 
could not be avoided, in college dining halls, yet 
successfully resisting every effort— including Mr.
Edward Harkness' fifteen million dollars— toward 
communication (2^ 5, 1969, p. 74) .
A New Life by Bernard Malmud presented the story of 
the English Department at Cascadia College in Washington 
amidst cutthroat elections for a new department chairman. 
Seymour Levin came to Cascadia for his first teaching assign­
ment. Marion Labhart, the president, was a negatively 
portrayed absentee character. The closest the reader got to 
seeing Labhart was from a great distance at a basketball 
game. The implication here was that Labhart, like most 
bureaucrats, was involved with people only from a distance. 
Hence, he was typically a bureaucrat and a man of management 
rather than an educator or scholar as the following quote 
illustrated:
"What do you expect me to do?" Gilley then asked.
"You know darn well I can't arrange the kind of pro­
gram you want, all by myself. What about Dr. Labhart?
I have heard him say that Plato, Shelley, and Emerson 
have done more harm than good to society."
"God save us all!"
"Don't underrate him. This place has just about 
doubled in size and scope during his tenure. He's a 
first-rate organizer. As a student he paid his way 
through graduate school by founding and running a 
successful used-car business that his brother still 
carries on in Boise" (21_, 1961, p. 288).
He was depicted in his role inside the university as
he dealt with the staff. The following quote, however, made
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it apparent that his interaction was ineffective:
I hear tell he did use to go see Marion Labhart 
every now and then and urge him to support.this 
or that item, but once when he took a dim view 
of a policy of required attendance at department 
meetings, Marion blasted him out of his office, 
and, as I understand it, CD has never gone back 
in (27, 1961, pp. 231-32).
His job outside the university was, also, depicted as he
dealt with the community through the athletics programs.
A lot of them in Cascadia give very loyal support to 
the state colleges because of our teams, and that's 
mighty important when it comes to funds for new 
buildings and raises for us all. Don't kid yourself 
that spectator interest in athletics doesn't influence 
legislators. The fact of it is that our athletes do 
a lot for all of us and we ought to admit it and be 
thankful. I know George tries to assist those who 
need some help here and there, but in case you don't 
know it he has more than once been personally thanked 
by President Labhart. And I suppose you know how 
fond of him Orville is?" (_27, 1961, p. 284).
Labhart's leadership style was best categorized as a 
9,1— a high concern for task and low concern for people. For 
example, when Professor Duffy was dismissed, Labhart, "a man 
with a temper," called a meeting and denounced him publically. 
He told Duffy in the meeting before other faculty members 
that "he was a disgrace to the institution and his contract 
could not be renewed" (21_, 1961, pp. 46-47). Also, as one 
professor noted, "There's only one leader at Cascadia College 
and that's Marion Labhart. What he wants is what we get"
(27, 1961, p. 112) . The type of power used most often by 
Labhart was coercive. As Levin imagined at a basketball game 
when he saw the president:
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A chill ran through him as he recognized the flushed 
half-bald dome and expressionless features of Dr.
Marion Labhart. Levin had sulfurous visions of 
himself as Arthur Dimmesdale Levin, locked in stocks 
on a platform in the town square, a red A stapled on 
his chest, as President Labhart stood over him, 
preaching a hellfire sermon denouncing communist 
adulterers, the climax of which was the public firing 
of Levin out of the college (_27, 1961, p. 244) .
In the same novel, two deans were, also, portrayed—  
the past dean, Feeney, and the current dean, Seagram. Both 
deans dealt, primarily, with the staff on such matters as 
salary, budget, etc. Feeney was negatively portrayed as the 
following quote illustrated:
"I have no interest in Mrs. Gilley," Fabrikant 
said. "Since you've brought this matter up I'll 
tell you what I would try to accomplish in the depart­
ment. First of all I'd ask this new dean to do 
something drastic about salaries. Fairchild is stingy, 
so was Dean Feeney, a conjunction of two constipated 
stars in the same constellation. For years they kept 
us dancing in our bare bones; as a result, this 
department is the lowest paid on the campus. If 
Fairchild had gone bellowing to the president that he 
employs human beings, Labhart might have done some­
thing more than throw the poor dog a bone."
"Tst-tst."
"Before I brought it to a stop Fairchild wasn't 
spending the pittance we were allowed for a library 
allotment and was turning part of the money back to 
Dean Feeney, who assigned it to those departments who 
were overdrawn on theirs" (27_, 1961, pp. 110-11).
Dean Seagram, however, was presented more positively 
as he brought change to the college and as he was concerned 
with scholarship. He required elections for the chairmanship 
of the English Department, and he positively received Levin's 
suggestion of a Great Books program for the instructors at 
the college (21_, 1961, p. 311) . Though Dean Seagram came to 
Cascadia as "cleanshaven" as the rest of the administrators,
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he was later described differently by Levin who noticed 
that he "was middle-aged and wore a grizzled Van Dyke but 
at least looked human" (27, 1961, p. 244) .
The college president depicted in The Nephew by James 
Purdy was unnamed and unseen. Yet, his character was por­
trayed. Professor Mannheim commented on his neighbor, Mrs. 
Barrington, and the president by way of comparison.
She was, in his eyes, a much more formidable figure 
than the President of the college, for the latter 
based his judgment of a faculty member on such simple 
principles as church membership and community partici­
pation, speaking engagements before the Kiwanis and 
Rotary, and frequent attendance at football banquets 
and college homecomings. Having failed to meet these 
requirements, Professor Mannheim could expect 
indifference and even contempt from the President 
and consequently from the board of trustees, but at 
the same time he could count on being tolerated as 
an associate professor until retirement provided, of 
course, his behavior or opinions did not arouse 
comment and that he did not broach the subject of 
promotion (3J7, 1960, pp. 125-26).
The president was described as authoritarian and bureaucratic
in his relationship with the staff. For example, later in
the novel when a college professor resigned, the president
was portrayed using coercive power:
Just as surprising, perhaps, as such a wedding 
or such a wedding breakfast, was Faye's letter of 
resignation to the President of the college and the 
board of trustees— in which some saw vindication at 
last for Professor Mannheim. It was a stinging 
communication which contrasted the college's lofty 
Christian principles with its dog-eat-dog methods of 
promotion and dismissal, its pious professions 
with its heartless practices (3J7, 1960, p. 1975) .
(Refer to Table 1 on pages 188 to 198 for a summary of the
character analysis.)
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Chapter 5
SUMMARY, CONCLUSIONS, RECOMMENDATIONS,
AND SUGGESTIONS FOR FURTHER 
RESEARCH
This study sought answers to the following research 
questions:
1. How are school administrators portrayed in 
American novels?
2. Can any trends or patterns be established by an 
analysis of the portrayals?
3. How do these fictional portrayals compare with 
descriptions in the professional literature?
4. Are the fictional portrayals stereotypes?
In addressing the previous research questions, the summary 
and conclusions reported in Chapter 5 reflected the assump­
tion that society's attitudes toward administrators were 
formed by many influences— school experiences, hearsay, 
direct contact, television, films, newspapers, fictional 
literature, and factual information. Members of society 
have an image of the school administrator which was, 
probably, not formed by their having read primarily the 
professional literature written about the subject. 
Therefore, many attitudes, whether based upon a true or 
false picture, were formulated by other means. The novels 
studied, then, represented only one type of influence which
may have helped form this image of the administrator in 
people's minds.
Summary
200
Public School Administrators
Of the thirty-four characters in twenty-four novels, 
public school administrators were portrayed negatively in 
fifty percent of the cases, positively in twenty-seven 
percent of the cases, neutrally in twenty-four percent of 
the cases.* The elementary school principals were portrayed 
as most negative (eighty percent), followed by the secondary 
school assistant principals (seventy-one percent).
Secondary school principals were the most positively por­
trayed (sixty-four percent were either positive or neutral 
characters while only thirty-six percent were negative). 
Neither female administrator, one an elementary school 
principal, was portrayed positively. Additionally, all 
urban school administrators were negative characters. 
Frequently, names, such as "Small" or "Grimm," depicted the 
author's negative attitude toward the character. Negative 
characters tended to be buffoons, such as Spivey in Good 
Morning, Miss Dove; authoritarians, such as McHabe in Up 
the Down Staircase; or ineffective administrators, such as 
Dr. Shefin in The Blackboard Cavalier.
The most common task areas performed by public school 
administrators were pupil personnel and staff personnel
*The procedure of rounding percents to the nearest 
whole may have resulted in percentages not totaling one 
hundred in all cases.
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(eighty-five and sixty-five percent, respectively). At a 
distance followed instruction and curriculum development 
(thirty-five percent) and, then, community school leader­
ship (twenty-four percent). The least often performed task 
areas were organization and structure (eighteen percent), 
school plant (six percent), finance and business management 
(six percent), and transportation (three percent).
Elementary school principals were less completely portrayed 
in their school tasks than were the secondary school 
administrators.
Likewise, task areas for assistant principals were 
most often limited to staff and pupil personnel, with the 
exception of McHabe in Up the Down Staircase. It was of 
interest to note that in two novels, Up the Down Staircase 
and The Blackboard Cavalier, assistant principals ran the 
schools while the principals were inaccessible. Both 
schools were, also, in urban areas.
Whereas professional literature noted that school 
administrators spend most time on management details, the 
administrators in the novels spent most of their time inter­
acting with pupils and teachers. Several explanations were 
possible for this finding. First, the nature of fiction 
would dictate that characters spend more time interacting 
with other characters rather than with passive management 
details. Second, an author, writing from his or her own 
experiences in school, might view an administrator's role 
from the perspective of a student who most often saw
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administrators as they interacted with students or 
teachers.
In the task area of pupil personnel, the component 
area most often portrayed was that of discipline. Although, 
again, this portrayal did not depict the reality of an 
administrator's role, it did reflect Gorton's claim that 
parents and students expect discipline to be the adminis­
trator's primary function. In the same task area, 
administrators were frequently shown conducting assemblies, 
but rarely were they shown attending athletic functions.
In the area of staff personnel, the administrator was, 
again, most often depicted as disciplining teachers. The 
component area of supervision, though viewed as an educa­
tional priority in the professional literature, was rarely 
depicted in the novels. Zimmerman in The Centaur was one 
instance of an administrator who supervised instruction.
The most common component area of organization and structure 
concerned secondary school principals as they interacted 
with school boards and secondary school assistant principals 
as they interacted with their principals.
When a portrayal was complete enough, leadership 
style was examined. Only sixty-eight percent of the thirty- 
four portrayals clearly revealed a leadership style. Most 
often the administrator showed a high concern for task and 
a low concern for people— a 9,1 style (twenty-four percent). 
Those reflecting this style were consistently portrayed in
in a negative manner by the authors. The next most common 
leadership style employed by public school officials was a 
high concern for task and people— a 9,9 style (twenty-one 
percent). This style was characterized by positively 
portrayed administrators. Twelve percent of the adminis­
trators employed a 1,1 leadership style— a low concern for 
task and people. These characters were, also, negative.
Six percent of the portrayals exhibited a 1,9 style— a low 
concern for task and a high concern for people. One of 
these characters was negative while the other was positive. 
Likewise, the 5,5 leadership style (six percent) was por­
trayed by one positive character and one negative character. 
The urban administrators most often employed the 9,1 leader­
ship style. Perhaps, this finding reflected the belief, 
and possibly reality, that urban schools are more complex 
and require a task- and rule-oriented leader. Also, 
principals who were new to their positions tended to be 
authoritarian upon entry into that position. Small in The 
Blackboard Jungle, Evans in The Principal, and Collingsworth 
in Arfive illustrated this finding.
Only fifty-six percent of the characterizations were 
complete enough to indicate an organizational theory. The 
most frequent organizational theory under which the charac­
ters functioned was bureaucracy (twenty-seven percent).
Next came a balance of an emphasis on the formal and 
informal processes (fifteen percent), followed by the
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the human relations theory (twelve percent). Finally, six 
percent of the characters fit into the scientific manage­
ment theory of organization. A leadership style of 9,1—  
a high concern for task and a low concern for people—  
generally, was associated with a bureaucrat. The bureau­
crats and those who professed a scientific management 
orientation were negative characters whereas those who 
exhibited a personality indicative of Chester Barnard's 
theory of organization and those who exemplified the human 
relations theory were positive characters.
Public school administrators resorted to coercive 
power most often (forty-seven percent). The secondary 
school principal used coercion more than did the other 
public school leaders (fifty percent). Expert power was 
the next most frequently used source of power (eighteen 
percent), followed by legitimate (fifteen percent), referent 
(nine percent), and reward (three percent). Both negative 
and positive characters employed coercive power. The high 
incidence of this type of power could be expected since the 
administrators were most often involved in matters of 
discipline.
The typical public school administrator in the 
selected novels was male, white, and approximately forty 
years old or more (the youngest was Tomas Makris in Peyton 
Place who was thirty-six). This depiction was in keeping 
with studies of school principals. If anything, the
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portrayals in the novels tended to be more conservative 
than reality with fewer females and racial minorities being 
portrayed.
Qualifications or experience was not often given as 
background for the characters. Primarily, this type of 
information was offered when the character was central or 
major or when the character was new to his position. Three 
characters were described as doctors: the degree of one
character, Dr. Clarke in Up the Down Staircase, was false, 
however. Lack of ability was often cited in negative 
characters. One indicator of that lack of ability was 
their ineptitude at giving speeches or writing memos. 
Speeches by administrators were interspersed with sports 
jargon and educationese. Dr. Shefin, for example, was said 
to "blither." Also, an administrator's private life was 
rarely revealed. Only five of the public school adminis­
trators were described as married. Sexuality was associated 
with only four of the characters.
The majority of the characters (sixty-four percent) 
were either minor or absentee. Only nine percent could be 
described as central characters and twenty-four percent as 
major. All of the central characters were positive, 
possibly a reflection of the form of the novel. Physically 
appealing characters were, generally, positive characters.
In fact, the depiction of a principal who was portrayed as 
positive but physically unappealing was tempered by a
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description of him as "grandfatherly." Negative characters 
were described in a physically unappealing fashion— scar, 
half-bald with bulbous eyes, old man, old owl-puss, etc.
It was of interest to note that many public school 
administrators were described as bald.
A major weakness in the portrayals of public school 
administrators became apparent throughout this study. The 
portrayals were not well rounded. Many significant issues 
or tasks in modern education were absent in the portrayals. 
Only one principal, Robert Evens in The Principal, was 
depicted as concerned about legal constraints. Only two 
administrators, the principal in Handbook or Rules and 
Regulations and Bauer in We Interrupt This Semester for an 
Important Bulletin, were portrayed as dealing with teacher 
or staff strikes. Student unrest was not evident in any of 
the selected novels. Finally, supervision was a rare task 
appearing in only a few novels, such as The Centaur, The 
Blackboard Jungle, A Jest of God, and The Blackboard 
Cavalier.
Assistant principals fell into two categories.
Most often they were syncophantic or, at least, expected 
to be such. In two other cases— Mr. McHabe and Miss Grimm, 
"the Iron Maiden"— they were authoritarian; but in both of 
these instances, the principals of the schools were 
isolated and withdrawn, thereby throwing the burden of 
operating the schools onto the assistants. (Refer to
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Table 2 for a summary of the numerical totals and 
percentages for public school administrators.)
Private School Administrators
Seventeen private school administrators were por­
trayed in ten novels. Of these seventeen portrayals, the 
majority (sixty-five percent) were negative, six percent 
were positive, and twenty-nine percent were neutral. More 
private than public school officials (sixty-five percent as 
compared with fifty percent) were negative, and far fewer 
private than public school administrators (twenty-seven 
percent as compared with six percent) were positively 
portrayed. Thus, private school administrators were char­
acterized as more negative than were their public school 
counterparts. Additionally, it was significant that the 
negative private school leaders were more often of a des­
tructive nature, such as Hoyt in Good Times/BadTimes, than 
of a buffoon-like nature.
The most common task areas for private school 
officials were pupil personnel (seventy-seven percent) and 
community school relations (forty-one percent). As with 
public school officials, the private school administrators 
most often were involved in disciplining students in the 
task area of pupil personnel. Community school leadership, 
possibly, ranked higher with private school principals than 
with public school administrators because of the means of
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Table 2. Public School Administrators (Numerical Totals and 
Percentages)
Total = 24 Novels Total Elementary
Principal
Secondary
Principal
Assistant
Principal
Characters 34 5= 15% 22= 65% 7= 21%
Males 32= 94% 4= 80% 22=100% 6= 86%
Females 2= 6% 1= 20% 0 1= 14%
Central 3= 9% 1= 20% 2= 9% 0
Major 8= 24% 2= 40% 4= 18% 2= 29%
Minor 10= 29% 1= 20% 5= 23% 4= 57%
Absentee 12= 35% 1= 20% 10= 46% 1= 14%
Urban 10= 29% 0 7= 32% 3= 43%
Negative 17= 50% 4= 80% 8= 36% 5= 71%
Positive 9= 27% 1= 20% 7= 32% 1= 14%
Neutral 8= 24% 0 7= 32% 1= 14%
Instruction/Curriculum 12= 35% 1= 20% 9= 41% 2= 29%
Pupil Personnel 29= 85% 5=100% 20= 91% 4= 57%
Community 8= 24% 1= 20% 6= 27% 1= 14%
Staff 22= 65% 3= 60% 15= 68% 4= 57%
School Plant 2= 6% 0 1= 5% 1= 14%
Tran sportation 1= 3% 0 0 1= 14%
Organization/Structure 6= 18% 0 4= 18% 2= 29%
Business 2= 6% 0 2= 9% 0
1,1 4= 12% 1= 20% 3= 14% 0
9,1 8= 24% 2= 40% 3= 14% 3= 43%
1,9 2= 6% 1= 20% 1- 5% 0
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Table 2 (Continued)
Total = 24 Novels Total Elementary Secondary Assistant
Principal Principal Principal
9,9 7= 21% 1= 20% 5= 23% 1= 14%
5,5 2= 6% 0 2= 9% 0
Scientific Management 2= 6% 1= 20% 5= 23% 3= 43%
Human Relations 4= 12% 2= 40% 2= 9% 0
Barnard 5= 15% 0 4= 18% 1= 14%
Reward 1= 3% 0 1= 5% 0
Coercive 16= 47% 2= 40% 11= 50% 3= 43%
Expert 6= 18% 1= 20% 5= 23% 0
Referent 2= 9% 1= 20% 1= 5% 0
Legitimate 5= 15% 1= 20% 4= 18% 0
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acquiring funds and students in private schools. Next came 
instruction and curriculum development (thirty-five 
percent). Then followed finance and business management 
(twenty-nine percent). Staff personnel (twenty-four 
percent), school plant (twelve percent), organization and 
structure (twelve percent), and transportation (six percent) 
were last. (See Table 3 for a comparison of task areas for 
public and private school administrators.)
Table 3. A Comparison of Task Areas for Public and Private 
School Administrators
Rank Order 
Public Private
Pupil Personnel 1 1
Staff Personnel 2 5
Instruction/Curriculum 3 3
Community 4 2
Organization/Structure 5 6
School Plant 6 6
Business 6 4
Transportation 8 8
Most private school principals employed a 9,1
leadership style— a high concern for task and a low concern 
for people (twenty-nine percent). Again, all 9,1 leaders 
were negative. This finding was compared with that of
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twenty-four percent for the public school officials who dis­
played a 9,1 leadership style. Only one character, Dr.
Moore in The Rector of Justin, could be described as a 9,9 
leader (six percent). This figure presented quite a con­
trast to the number of public school 9,9 leaders (twenty- 
one percent). Colonel Hadley, a negatively portrayed 
character, in The Heel of Spring was the only 1,1 leader 
(six percent). No private school administrator could be 
characterized as a 1,9— a low concern for task and a high 
concern for people--or as a 5,5.
The organizational theory most often compatible with 
the personalities of the private school administrators was 
bureaucracy (thirty-five percent). These private school 
bureaucrats were uniformly negative. Twenty-seven percent 
of the public school administrators were categorized as 
bureaucrats. Only one character's personality fit the 
human relations model, and he, Dr. Moore, was positively 
portrayed.
The type of power most often employed by the private 
school principal was coercive. This type of power was 
predominant because the administrators were shown most often 
disciplining students and because the administrators of 
public schools were most often authoritarian personalities.
The typical private school administrator, like the 
typical public school administrator, was white, male, and 
approximately forty years old or more. There were more
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female principals depicted in the novels about private 
schools (twenty-four percent as compared with six percent). 
Again, however, the women were primarily negative charac­
ters (seventy-five percent).
Though the private school principals were overall 
more negative, their physical appearance was more pleasing 
than that of the public school officials. They were, 
despite their personalities, usually described as dis­
tinguished looking. This finding was, perhaps, a reflection 
of the fact that private school officials tended to exhibit 
a public self, and appearance was part of the public self. 
Very often, however, the reader learned that the pleasant 
exterior masked an authoritarian, impersonal bureaucrat.
Such was the case with characters like Hoyt in Good Times/ 
Bad Times, Miss Grimes in Mama's Bank Account, and Miss 
Boudreau in The Q Document.
As with the public school administrators, most of 
the private school leaders were absentee characters (forty- 
seven percent). Then followed minor characters (thirty-five 
percent), major characters (twelve percent), and central 
characters (six percent). (Refer to Table 4 for a summary 
of numerical totals and percentages for private school 
administrators and Table 5 for a comparison between public 
and private school leaders.
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Table 4. Private School Administrators (Numerical Totals 
and Percentages)
10 Novels Number Percentage
Characters 17
Males 13 77
Females 4 24
Central 1 6
Major 2 12
Minor 6 35
Absentee 8 47
Negative 11 65
Positive 1 6
Neutral 5 29
Instruction/Curriculum 6 35
Pupil Personnel 13 77
Community 7 41
Staff 4 24
School Plant 2 12
Transportation 1 6
Organization/Structure 2 12
Business 1 6
1,1 1 6
9,1 5 29
1,9 0 0
9,9 1 6
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Table 4 (Continued
10 Novels Number Percentage
5,5 5 0
Scientific Management 0 0
Bureaucracy 6 35
Human Relations 1 6
Barnard 0 0
Reward 1 6
Coercive 9 53
Expert 2 12
Referent 0 0
Legitimate 2 12
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Table 5. Comparison: Public 
Administrators
vs. Private School
Public Private
Males 94% 77%
Females 6 24
Central 9 6
Major 24 12
Minor 29 35
Absentee 35 47
Negative 50 65
Positive 27 6
Neutral 24 29
Instruction/Curriculum 35 35
Pupil Personnel 85 77
Community 24 41
Staff 65 24
School Plant 6 12
Transportation 3 6
Organization/Structure 18 12
Business 6 29
1,1 12 6
9,1 24 29
1,9 6 0
9,9 21 6
5,5 6 0
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Table 5 (Continued)
Public Private
Scientific Management 6% 0%
Bureaucracy 27 35
Human Relations 12 6
Barnard 15 0
Reward 5 6
Coercive 47 53
Expert 18 12
Referent 9 0
Legitimate 15 12
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Superintendents
Though only five superintendents appeared in five 
of the selected novels and though three of those characters 
were minor or absentee, some findings were significant.
Three of the five portrayals were negative. Again, 
the only female, Miss Stonehouse in Arfive, was negatively 
portrayed. Three of the five were, also, characterized as 
rather unintellectual. Characterizations in the selected 
novels revealed that the higher the status associated with 
the administrative position, e.g. superintendent or college 
or university president, the more likely the character was 
to be described as unintelligent, insecure, and impersonal.
It would seem that the superintendents' forte was 
dealing with school boards, the community, and financial 
matters. Community school leadership was a task area in 
which all five superintendents were portrayed.
Only two of the superintendents portrayed exhibited 
a leadership style. The 5,5 character was negative; and, 
again, the 1,9 character was positive.
Though only two characters clearly demonstrated an 
organizational theory, both of them were bureaucrats. 
Similarities between the two superintendents were apparent. 
The stress associated with their jobs was emphasized, both 
men were insecure regarding their jobs, and both tended to 
be cautious. In four out of the five portrayals, the 
superintendent was pitted against the central character.
218
Power employed by the superintendents in the 
selected novels tended to be legitimate though there were 
too few portrayals to allow any significant meaning to be 
associated with this finding.
College of University Deans 
and Presidents
Fifteen of the selected novels portrayed thirty 
characters who were administrators in higher education.
Twelve of those characters were deans, seventeen were 
presidents, and one was a chancellor.
Administrators in higher education were more 
negatively portrayed than were the other administrators 
studied. Seventy-seven percent were negative while sixty- 
five percent of the private school principals were negative 
and only fifty percent of the public school administrators 
were negative. Perhaps, authors and/or society viewed size 
of the institution and extent of an administrator's power 
as having a negative effect on personality. Seventeen per­
cent of the administrators in higher education were portrayed 
as positive as compared with twenty-seven percent for public 
school administrators and six percent for private school 
administrators. Only seven percent were neutral while 
twenty-four percent of the public school administrators and 
twenty-nine percent of the private school principals were 
neutral. Again, characters' names sometimes reflected the
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author's attitude toward the administrator. Such names as 
Littlegas and Labhart were appropriate for negative 
characters.
Task areas were different for college or university 
deans and presidents. (Refer to Table 6.) Seventeen 
percent of the deans were involved with instruction, eighty- 
three percent dealt with students, thirty-three percent 
dealt with staff, and eight percent dealt with financial 
matters inside the university. These figures were compared 
with those for college and university presidents (including 
McVey, the only chancellor). Twenty-two percent of the 
presidents dealt with instructional matters, twenty eight 
percent dealt with pupils, seventy-two percent dealt with 
the community, sixty-seven percent dealt with the faculty, 
six percent dealt with the plant, twenty-eight percent 
dealt with organization and structure (in all cases, the 
school trustees), and sixty-one percent dealt with financial 
matters (forty-five percent of the characters were involved 
with internal finances and fifty-five percent were involved 
with external finances, such as fundraising). Table 7 
illustrates task areas in rank order for deans and 
presidents.
Table 6. Task Areas: Deans and Presidents
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Deans Presidents
Instruction 2= 17% 4= 22%
Pupil Personnel 10= 83% 5= 28%
Community 0 13= 72%
Staff 4= 33% 12= 67%
Plant 0 1= 6%
Organization/Structure 0 5= 28%
Business 1= 8% 11= 61%
Table 7. Task Areas in Rank Order: Deans and Presidents
Deans Presidents
Instruction 3 6
Pupil Personnel 1 4
Community — 1
Staff 2 2
Plant — 7
Organization/Structure — 4
Business 4 3
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This figure illustrated that the president was portrayed 
as spending most of his time on community school leadership, 
staff, and financial matters whereas the dean devoted his 
time to pupils and staff. The portrayal of deans and 
presidents in their task areas was similar to descriptions 
in the professional literature.
Table 8 compares the rank order of tasks as per­
formed by public school administrators, private school 
administrators, and college or university presidents. 
Transportation was omitted since it did not pertain to 
presidents and since it ranked last with the other 
administrators.
Table 8. Rank Order of Task Areas: Public, Private, and
Higher Education Administrators
Public
Administrators
Private
Administrators Presidents
Instruction 3 3 6
Pupil Personnel 1 1 4
Community 4 2 1
Staff 2 5 2
Plant 6 6 7
Organization/Structure 5 6 4
Business 6 4 3
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It was considered significant that community school leader­
ship was ranked first with presidents, second with private 
school administrators, and fourth with public school 
officials. College or university presidents were viewed as 
similar to private school leaders in regard to community 
relations. Additionally, college or university presidents 
were shown more often as dealing with financial matters and 
less frequently with pupils than were public or private 
school leaders.
College or university administrators, more often than 
those administrators in public or private schools, exhibited 
a 9,1 leadership style— a high concern for task and a low 
concern for people (thirty-seven percent). A greater pro­
portion of administrators in higher education were, also, 
portrayed as 1,9— a low concern for task and a high concern 
for people (thirteen percent). Very few, only seven percent, 
exhibited the ideal 9,9 style.
Personality types were overwhelmingly indicative of 
bureaucratic behavior (sixty-seven percent). This figure 
could be compared with that for private school officials 
(thirty-five percent) and for public school leaders (twenty- 
seven percent). Impersonalization in relating with others, 
the presentation of a public self, and feelings of insecurity 
largely accounted for the administrators' classification as 
bureaucrats. Public image was a primary concern of many of 
the administrators portrayed. Sometimes, as in the case of
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Dr. Bledsoe in Invisible Man, the public self was different 
from the private self. In other cases, Like Dwight Robbins 
in Pictures from an Institution, the private and public 
selves had merged leaving only a public self, the complete 
bureaucrat.
The type of power used most often by administrators 
in higher education was coercive power though this type of 
power was resorted to less frequently by these administrators 
than by public or private school officials. Referent power 
was used more often by deans and presidents than by the other 
administrators studied, perhaps, because college or university 
leaders emphasized image and the necessity of good community 
relations.
The typical college or university administrator was 
male, white, and middle-aged or older. Only two characters 
were female, and they were deans at a women's college where 
the president was a male. One of these deans was negatively 
portrayed while the other was a positive character. The only 
racial minority group administrator in the selected novels 
was Dr. Bledsoe in Invisible Man, and he was a negative 
character. The youngest college president was Dwight Robbins 
who accepted his post when he was only thirty-four years old. 
The administrators in higher education were described as 
more physicaly appealing than were other administrators 
studied. Yet, this pleasing appearance, perhaps necessary 
for good community relations and a positive public image,
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often masked a bureaucratic personality. Qualifications 
were sometimes given, particularly for the major characters. 
Often,, scholarship or intelligence was noted as not being 
necessary for the administrator or as lacking in the 
administrator. Once, in fact, the character's lack of 
ability was cited as the reason he became an administrator. 
Ability was, also, indirectly satirized when the authors 
portrayed the characters giving speeches. Speeches seemed 
to be quite common activities for college or university 
administrators, but these speeches were usually filled with 
overgeneralizations, cliches, patriotic appeals, or jargon. 
Dean Littlegas was characterized as having a "frog" jump 
out every time he spoke, and Dr. Schott was said to be "of 
an exclamatory nature." (Refer to Table 9 for a comparison 
of administrators in public schools, private schools, and 
higher education.)
Conelusions
This study sought answers to the following 
questions:
1. How are school administrators portrayed in 
American novels?
2. Can any trends or patterns be established by 
an analysis of the portrayals?
3. How do these fictional portrayals compare with 
descriptions in the professional literature?
4. Are the fictional portrayals stereotypes?
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Table 9. Comparison: Public, Private, and Higher Education
Public Private
College or 
University
Males 94% 77% 93%
Females 6 24 7
Central 9 6 0
Major 24 12 37
Minor 29 35 43
Absentee 35 47 20
Negative 50 65 77
Positive 27 6 17
Neutral 24 29 7
Instruction/Curriculum 35 35 20
Pupil Personnel 85 77 47
Community 24 41 43
Staff 65 24 53
School Plant 6 12 3
Transportation 3 6 0
Organization/Structure 18 12 17
Business 6 29 40
1,1 12 6 7
9,1 24 29 37
1,9 6 0 13
9,9 21 6 3
5,5 6 0 7
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Table 9 (Continued)
Public Private
College or 
University
Scientific Management 6% 0% 0%
Bureaucracy 27 35 67
Human Relations 12 6 10
Barnard 15 0 0
Reward 3 6 17
Coercive 47 53 43
Expert 18 12 0
Referent 9 0 17
Legitimate 15 12 10
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With these research questions providng a framework, the 
following conclusions were drawn from the data:
1. The overall portrayal of school administrators 
was negative although public school principals were less 
negative than private school principals or administrators 
in higher education. The private school administrators, 
possibly because of their lack of public accountability, 
because of their affiliation with religion or the military, 
or because of their emphasis on task and discipline, were 
characterized as more negative than were public school 
principals. College or university presidents may have been 
seen as negative because they were portrayed as hiding behind 
an image of the president or conforming to that image.
Few female administrators were portrayed in the 
selected novels, and those that were portrayed were seen as 
negative characters, a fact which could reflect the pre­
dominant stereotype of the female and sexism on the part of 
the authors or society.
Likewise, only one racial minority administrator 
was portrayed, and he, also, was a negative character.
The fact that urban administrators were consistently 
negative may have reflected the authors' or the public's 
fear of a gesselschaft society, that alien, bureaucratic, 
and isolated existence.
2. Pupil personnel and staff personnel were the
most often depicted task areas for public school administrators,
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and pupil personnel and community school leadership were 
most often depicted for private school officials. College 
or university presidents handled community school leadership, 
staff, and finances most often. Community relations were, 
possibly, more important to the private school leaders and 
the college or university leaders because of the kinds of 
resources (financial, public opinion, recruitment of 
students, etc.) and the means of obtaining these resources 
demanded by their respective institutions.
3. The leadership style most often employed by the 
administrators was a 9,1 style— a higher concern for task 
and a low concern for people. The college or university 
presidents, followed by the private school leaders, were 
seen as displaying this style most often. Size of the 
institution may have accounted for a high task style by 
college or university presidents while the goals of private 
schools, i.e. the emphasis on discipline and academic 
standards, may have accounted for the stress on task by 
private school administrators. Also, one must recall that 
many private schools are religious or military in nature 
and have emphasized a task orientation.
The literature studied seemed to reflect the 
novelists' concern with humanism. The fact that administra­
tors who displayed a high task and a low concern for people 
leadership style were consistently negative supported this 
contention. Novelists, like other artists, apparently
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reflect the philosophy that people must be treated as people 
rather than as objects for manipulation, that people should 
be treated as ends and not as means for utilitarian pur­
poses, and that one must be concerned with the amelioration 
of personal and social problems. Again, the novelist may 
only be reflecting the American ideal value that places a 
concern for human beings above all else. If so, it is 
possible that an administrator could never live up to this 
ideal. In essence, the novelist is reflecting society's 
value of individual worth and humanism, a value which places 
less importance on task, efficiency, and performance than on 
human interaction.
4. Overall, the administrators studied were seen as 
impersonal, insecure bureaucrats though, again, public school 
officials were the least often depicted in this fashion. 
Specifically, the private school administrators and the 
college or university deans and presidents were concerned 
with the presentation of public self. In fact, often their 
physical appearance became a major component in the presenta­
tion of that self. The public school administrator, however, 
was viewed as less concerned with this public image.
5. Coercive power was used most frequently by all 
the administrators. The public and private school leaders 
often were involved in disciplining students. College or 
university deans and presidents disciplined students less 
frequently. As an aside, Donald Walker described ineffective 
administrators as those who resort to "hierarchical muscle."
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6 . Considering the vast field of American 
literature, school administrators, it would seem, are not 
used often as characters in novels. When they are charac­
ters, they are not usually deemed fit for heroes, or central 
characters. At best, their role tended to be in opposition 
to the central character. Most often, however, they simply 
served as characters in the background. Obviously, task- 
oriented bureaucrats are not heroic material. In fact, 
administrators were described as the antithesis of a hero. 
They were not exciting or courageous; they were not capable 
of making far-reaching decisions; they were not men of great 
purpose or ideals; they were not independent; they were not 
introspective; they were not charming or witty; they were 
not rebellious; and they did not challenge the establishment. 
They were not even tragic heroes, men whose greatness of 
human spirit faced and fell before the massive bureaucratic 
machine.
7. There was a vast discrepancy, at times, between 
the novelists' descriptions of school administrators and 
descriptions in the professional literature. Though demo­
graphic characteristics (age, sex, racial or ethnic minority 
group affiliation, etc.) of the administrators in the novels 
were often reflective of reality, task areas, leadership 
styles, and organizational personalities were often not 
compatible with what professional literature cited as 
desirable for effective administration. Often, administrators
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were portrayed as incompetent or destructive. Superinten­
dents and college or university presidents were on occasion 
portrayed as lacking the intelligence or scholarship neces­
sary for an effective educator. Particularly, the adminis­
trators depicted showed little concern for people. This lack 
of concern for others conflicted with what professional 
literature maintained is necessary for effective leadership.
Additionally, portrayals of school administrators 
were not well rounded or realistic when one considers the 
complex role of the administrator today. The public and 
private school administrators were depicted as disciplinar­
ians. Their role in legal issues, negotiations, student 
unrest, student proficiency in basic skill areas, super­
vision, instruction, etc., was omitted. Also, many actual 
principals have cited their major role as manager of details. 
This role, likewise, was omitted in most of the novels. 
College and university presidents, though, were seen as 
dealing with community relations and financial matters, and 
these same task areas were recognized by actual presidents as 
their primary functions.
8. As indicated by the novels studied, a stereotype 
of the school administrator exists in America. Parts of 
the stereotype, certainly, reflect reality. The typical 
administrator is white, male, and middle-aged or older; 
however, the fact that he was, also, stereotyped as ineffec­
tive, bureaucratic, and authoritarian presents a rather 
dismal picture of the role.
Recommendations
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American novelists, and by extension the American 
public, presented a grim picture of school administrators. 
Therefore, the following recommendations were devised:
1. In presenting a modern, realistic portrayal of 
the school administrator, novelists need to be more aware 
of the changing role of school administrators.
2. If the picture of the administrator as presented 
in the novels studied is a false stereotype, then, educators 
must employ better public relations methods to improve the 
image of the school administrator.
3. If, on the other hand, administrators are as 
ineffective, bureaucratic, and authoritarian as portrayed, 
the training of administrators must be improved or selection 
processes must be altered. Priorities need to be devised, 
and administrators must be sought to carry out these 
priorities.
4. Finally, the organizational structure, i.e. the 
formalization of rules; the existence of vague, conflicting, 
or inconsistent rules; legal constraints, excessive paper­
work; accountability; size; arbitrary decision making, etc., 
must change. Even though better people may be chosen as 
administrators and even though their training may be 
improved, they will continue to be victimized by the 
structure unless the structure changes.
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Suggestions for Further Research
The following were suggestions for further research 
on the topic of administrators in fiction:
1. A bibliography of American fiction dealing with 
school life would be valuable. Subdivisions of "teachers," 
"administrators," "students," "college life," etc., would 
enhance the bibliography. A means to update the biblio­
graphy would, also, be beneficial.
2. Further research might involve an examination of 
American fiction to determine how subordinates, such as 
teachers, students, or parents, react to the use of power by 
school administrators.
3. The present study could be expanded in further
research to include the portrayal of school administrators 
in short stories, plays, television shows, and motion 
pictures.
4. The relationship between the private self and
the public self was merely touched upon in the present
study. Further research, particularly into the portrayal of
university or college presidents in American fiction, on this 
topic would be valuable.
5. A study of American fiction dealing with college 
life and the interplay of power between administrators and 
faculty would be interesting.
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